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ABSTRACT
A STUDY OF THE IMPACT OF SESAME STREET ON
REFORM IN URBAN SCHOOLS
(February, 1977)
William Burke, B.S., Miami University
Ed.D., University of Massachusetts
Directed by: Professor Atron Gentry
The purpose of this dissertation was to examine
reform efforts in a selected sample of big city school
systems which have been planned or initiated in response
to the reported successes of the popular television program,
Sesame Street . School districts with a population of two
hundred thousand or more were selected as the population
for this study. The sample consisted of forty-six big city
school systems. A twenty- item questionnaire was developed
to solicit information in six primary categories. The
first sought demographic information regarding districts
including the percent minority students and percent minority
teachers. The second category sought information on the
viewing patterns of students in the school district.
Category three sought information on the in-school performance
of Sesame Street viewers and graduates. The fourth category
was designed to determine the use of the Sesame Street pro-
gram and learning strategies modeled after those utilized
vi
on the air as part of the instructional program in the
district. Category five included items to solicit informa-
tion on efforts in the district to develop programs and
materials using Sesame Street as a model, and the training
of teachers in the development and use of such materials.
The last category sought information on the use of the
program in connection with children who are non-English
speaking or for whom English is a second language.
The attempt to examine reform efforts in urban
schools was centered on the current crisis of legitimacy of
authority now facing urban school systems. This crisis is
engendered by the failure of the system to provide an
educational experience for its clients who are minority and
who are poor which results in the acquisition of those
skills and competencies needed to negotiate the society with
success. The system has failed to exhibit responsiveness,
adaptability, and flexibility in responding to the needs
of its new clientele. It recognizes that school systems
must demonstrate effectiveness to meet primary criteria for
legitimacy in order to maintain its claim to legitimacy of
authority to rule urban schools.
Major findings of the study included: Cl) most of
the districts in the sample show a substantial imbalance
between percent minority teachers and minority students
,
Vll
(2) most of the districts in the sample provided limited
information of the in-school performance of students who are
regular Sesame Street viewers. Sixty-four percent of
those districts responding to these questions indicated that
students who are Sesame Street viewers have higher math
scores, thirty-five percent indicated that Sesame Street
viewers have higher verbal scores and forty-two percent
reported that viewers have higher social skills'; (3) fifty-
one percent of the district's in the sample reported that
Sesame Street approaches to teachingwere encouraged in the
district, and thirty-two percent of the districts reported
that the program was utilized as part of the instructional
program of the district. In contrast, fifty-eight percent
reported that teachers watch the program along with their
students. Sixty-four percent reported that teachers in-
tegrate Sesame Street type instruction into the regular
curriculum. Conversly, seventy percent reported that
teachers did not have the opportunity to use Sesame Street
materials developed by the Department of Health, Education
and Welfare, or provided no information, and fifty-one
percent indicated that teachers did not have access to
materials developed by other sources. Further, it was
found that the majority of the districts in the sample did
not allocate funds locally, nor did they receive federal
viii
funds for the development of Sesame Street type programs
and learning materials. Less than twenty percent of the
districts provided training for teachers in the development
and utlization of materials based on the Sesame Street
model. In addition, it was found that only twelve percent
of the districts in the sample use the Sesame Street program
in connection with students who are non-English speaking,
or for whom English is a second language.
Major recommendations of the study included the
initiation of efforts to achieve greater balance in minority
Student/minority teacher ratios in districts. Further,
it was recommended that funds be made available on the
federal level to establish a Center whose primary responsi-
bility would be the development of strategies and materials
that would make it economically and administratively feas-
ible for local school districts to implement successful
educational strategies made available through Sesame Street .
It was also recommended that school districts
develop research procedures which would provide complete
and consistent information on the in-school performance
of students who are regular viewers of the Sesame Street
program. This information can be used to aid the classroom
teacher in altering curriculum content and approaches to
teaching which capitalize on the increased learning
IX
capabilities brought to school by the student as well as
allow for the alteration of teaching styles which are
consistent with the perceptions regarding the teaching
and learning process which may be fostered by the Sesame
Street program.
x
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CHAPTER I
AN IMPETUS FOR REFORM IN URBAN SCHOOLS
As urban school systems move into the last half of
the seventies, problems which were to have been cured by the
programs of the war on poverty continue as part of the stuc-
ture. The dreams of the sixties and the early part of this
decade were summarized in the notion of equal opportunity.
For educational institutions, this came to be viewed as
equality of educational opportunity as defined by outcome,
with responsibility placed on the school system to provide
an educational experience which would results in the develop-
ment of those skills, understandings, knowledge and capa-
bilities needed to negotiate the society with success.
Poor people sought to escape the clutches of poverty.
Minority people sought to overcome the shackles of discrim-
ination and prejudice, bigotry and racism.
The school system was viewed, as in the past, as
the vehicle for the realization of the dream. 1 If people
This notion is deeply ingrained in the fabric of
American educational thought. Some sources of discussion
include: Michael B. Katz, CJLass, Bureaucracy, and Schools
(New York: Praeger Publishers, 1975) ; Clarence J. Karier,
Shaping the American Educational State 1900 to the Present
(London: The Free Press, 1975); Report of the National
Advisory Commission on Civil Disorders (New York: Bantam
Books
,
1968)
. \
2could be provided a quality education, then the problems of
joblessness, poor housing, hunger and marginal participation
m the institutions of the society could be solved. 2
Urban schools became the focus of major national
attention, as ever increasing percentages of the nation's
minorities and the poor moved to the central cities. At the
same time, the quality of pupil academic performance in
those schools was in startling decline. If the dream was to
be achieved, this decline in performance needed to be halted
and reversed. Close scrutiny reveals, however, that a
school bureaucracy and process of schooling had developed
over the last century which was suited to the perceived
needs, culture and learning styles of a clientele which was
white and largely middle class. This bureaucracy was now
faced with a clientel which is largely poor and minority,
without built in mechanisms for responsiveness and adapta-
bility.
3While Illich called for deschooling society, Jencks
and others contended that schools could not contribute
?
The Condition of Education : A Statistical Report
on the Condition of American Education 1975
,
National Center
Tor Education Statistics
,
Education Division, U.S. DHEW,
(Washington, D.C.: Government Printing Office, 1975), p.6.
3 Ivan Illich, Deschooling Society (New York: Harper
$ Row, 1970)
.
3significantly to adult equality. 4 Parents in urban
communities, however, continued to demand that schools do
for their children what had not been done for themselves,
specifically to provide the skills and knowledge which
would enable the child to negotiate the society with success.
True to historical form, parents in urban communities per-
sist in the perception that amount and quality of schooling
effects one's life chances. Indeed, if one examines general
occupational levels, it becomes evident that the median
years of schooling of those on each level follows a consistent
trend. Miller and Woock found that for the professional and
technical level, median years of schooling was over sixteen
years, sales workers 12.3, managers and proprietors 12.2,
craftsmen and foremen 9.3, and service workers had 8.7 median
years of schooling. 5 In dollars and cents, this means that
the life income for males with eight years or less of school-
ing is two hundred thousand dollars, whereas for males with
five or more years of college, the life income increases
to six hundred and fifty thousand dollars. ^ These parents
4 Christopher Jencks, Inequality (New York: Basic
Books, 1972); Mary Jo Bane and Christopher Jencks, "The
Schools and Equal Opportunity," Saturday Review, (September
16, 1972).
5Harry L. Miller and Roger R. Woock, "The Opportun-
ity Structure," in Miller and Woock, Social Foundations of
Education (Hinsdale: The Dryden Press'^ 1970)
.
^The Condition of Education, p. 13.
4sought an educational experience which would net the four
hundred and fifty thousand dollar increase in life earnings
for their children.
The National Center for Education Statistics re-
ports that "education and income levels are highly correla-
ted, that family stability and education are associated,
and that social mobility and education are related." The
Center concluded that "education might serve as a device for
achieving the most cherished goals of American society--
equal opportunity, economic plenty and social and political
7
participation." This report on The Condition of American
Education was highly congruent with the goals and percep-
tions of poor and minority parents regarding the educational
process
.
When attempting to understand and explain their own
marginal participation in American society, urban minority
and low income parents have largely accepted the society's
explanation that their inadequate schooling was a key
limiting factor. Employers tell them that a high school
diploma is required for all but the most menial jobs.
Without the high school diploma, securing a job providing
reasonable support for oneself and family and the means to
secure suitable housing and health care and other indices
^ Ibid
. ,
p. xv.
5of a comfortable livelihood are consequently curtailed.
As summarized by Coleman, society's view that a
’’pupil's test results at the end of public school provides
a good measure of the range of opportunities open to him
as he finishes school--a wide range of choice of jobs or
colleges if these skills are very high; a very narrow range
that includes only the most menial jobs if these skills are
very low," is generally accepted by urban parents. They
also recognize that given the current performance of the
schools in their communities, the range of choice for their
children will continue to be very limited. National Assess-
ment of Education Progress, a project of the Education
Commission of the States charged with determining the nation's
progress in education, reported that in reading achievement
for nine year olds in 1970-71, the median percent correct
responses for Blackswas 51 whereas whites scored 74 percent
correct responses. In reporting scores by size and type
community, low metro or inner city communities was low,
with median percent correct responses of 54 in contrast with
an 80 percent correct response in high metro and 74 in
urban fringe.
^
8James S. Coleman, Equality of Educational Oppor-
tunity (Washington, D.C.: Government Printing Office,
1966), p. 37.
9
The Condition of Education, p. 139.
6The belief in the utility of the school to equalize
opportunity, to serve as a vehicle for economic and social
mobility, is historically rooted. "A primary purpose of
schooling,” according to Silberman, ”is to teach the intel-
lectual skills and academic knowledge that students need if
they are to earn a decent living and to participate in the
social and political life of the community
. As Carnoy
indicates, most of us were brought up on the concept of
schooling as an equalizer of opportunity and an agent of
social mobility and change."^ Though parents in urban
communities continue to believe in the concept of schooling
as an equalizer of opportunity and look to it as an agent
of social change and mobility, they are confronted with
the evidence that children in affluent communities are per-
forming far and above their own children. As a result, they
have begun to seriously question the legitimacy of the
authority of the urban school system. As David Cbhen
summarized the situation ". . . the persistence of these
disparities has not simply produced more militant demands
for higher achievement but has created a profound crisis
of authority in ghetto schools, a sense that these schools
^Charles E. Silberman, Crisis in the Classroom
(New York: Random House, 1970), p. 62.
"^Martin Carnoy, Education as Cultural Imperialism
(New York: McKay Company, Inc., 1974), p . 4
V
-
7lack legitimacy as educational institutions." 12
The mounting evidence of urban school failure hastens
the erosion of faith in the ability of the system to benefit
children of minority and low income groups. Flacks maintains
that the perception that one's group is benefited by the
exercise of authority is central to the maintenance of the
legitimacy of that authority. ^ Or as Seymour Martin Lip-
set postulates, one must believe that the institutions which
currently exist are the best possible ones to accomplish the
desired goal for one's own group. Further, that a key test
for the maintenance of legitimacy is demonstrated effective-
ness. Of key concern to urban parents is Lipset's conten-
tion that "the extent to which contemporary democratic
political systems are legitimate, depends in large measure
upon the ways in which the key issues which have histori-
cally divided the society have been resolved. For urban
parents in urban communities, schools have failed the key
tests for legitimacy. They have not resolved the racial,
class or social divisions in the society. They have failed
to demonstrate effectiveness in preparing children of
12David K. Cohen, "The Price of Community Control,"
Commentary (July, 1969), p. 30.
^Richard Flacks, "Protest or Conform: Some Social
Psychological Perspectives on Legitimacy," Journal of Applied
Behavioral Sciences 5 (1969), p. 129.
^Seymour Martin Lipset, Political Man : The Social
Bases of Politics (New York: Doubleday , F963) , p^ 64.
8minority or low income backgrounds for equitable
participation in the economic, social or political insti-
tutions of the society, thus facilitating social and econo-
mic mobility.
Further, while their own statistics show the mag-
nitude of the failure, urban school systems have shown
themselves to be remarkably resistant to change. Having
gone through a period when the reasons for the failure of
urban schools were all ascribed to the learner, his home,
community and peers, the system by and large recognizes
that it must assume some of the responsibility for this
failure. Recent literature has aided schools in this reali-
zation.^ Several significant characteristics stand out.
Systems designed for a middle class white clientel must
not serve low income white, Blacks, and other minorities.
Systems have not demonstrated the ability or inclination
to systematically assess the relationship between pupil
background and the educational measures needed to promote
academic achievement in urban classroom. Use of a variety
15William Ryan, Blaming the Victim ; Herbert Kohl,
36 Children (New York: The American Library Signet Books,
1968) ; Ray C . Rist, ’’Student Social Class and Teacher Ex-
pectations: The Self-Fulfilling Prophecy in Ghetto Educa-
tion," Harvard Educational Revi ew 40 (August 3, 1970), pp.
411-51; Jonathan Kozol, Death at "an Early Age (New York:
Bantam Books, 1968); Basil Bernstein, Towards a Theory of
Educational Transmissions, Vol. Ill, (London : Rout ledge
5 Kegan Paul, 1975); Charles Silberman, Crisis in the
Classroom (New York: Random House, 1970).
9of teaching techniques and instructional aids is generally
viewed as requisite to effective teaching. Yet, during a
visit to one hundred schools in thirteen states, John Goodlad
found that "teaching was predominantly telling and question-
ing by the teacher, with children responding one by one
or occasionally in chorus. In all of this, the textbook was
the most highly visible instrument of learning and teach-
ing
. . .
m16
While educators throughout the country have long
recognized the need for individualization of instruction
for all students, in urban schools one will find little
evidence of ".
. . attention to pupil needs, concerns,
attainments or problems as a basis for individual opportun-
•
• 17lties to learn." Research by Flanders indicates that
nearly two thirds of time in the classroom is spent in
verbal behavior with the great majority of that time mono-
1
8
polized by the teacher. Ray C. Rist found in a kinder-
garten classroom in New York City that teacher interactions
with certain groups of students judged by the teacher to
^John Goodlad, "The Schools vs . Education ,"
Saturday Review (April 19, 1969)
,
p . 187.
1
7
Ibid
. ,
p. 189.
I 8
Ned A. Flanders, "Intent Action and Feedback:
Preparation for Teaching," Journal of Teacher Education XIV
(September, 1963), pp. 411-51.
10
have low potential for successful academic performance, were
primarily directed toward discipline and maintenance, appar-
ently on the basis of a variety of non-school related char-
acteristics, and were seldom curricular in content.
Sesame Street: Educational Achievement for"
Minorities and the Poor
Are urban schools, indeed, impervious to reform?
Sesame Street has demonstrated that urban children can
learn. Given that the goals of Sesame Street are substan-
tially the same as those of the formal school curriculum,
a review of the program will provide a basis for examining
the extent to which the program has impacted on reform in
urban schools at the early childhood primary levels. 29
Developed by the Children's Television Workshop,
Sesame Street began telecasting in November, 1969, on more
than 200 educational television stations in the United
21States The basic goals of the program were based on:
broad research and discussions into various aspects of
the child, television, social, moral and affective develop-
ment, language, math and reading skills and derived from
the recommendations of early childhood educators and child
19 Rist, "The Self-Fulfilling Prophecy," pp . 411-51.
20Walter Doyle, "Open Sesame: Television and the
Preschool Child," Notre Dame Journal of Education (Spring,
1970)
,
p. 70.
2
^Gerry Ann Bagatz and Samuel Ball, The Second Y ear
of Sesame Street: A Continuing Evaluation Vol. 1. (Prince-
ton! Educational Testing Service, 1971), p. 1.
development specialists."
four broad areas:
11
22
These goals were listed in
Symbolic Representation-
-The Child can recognize suchbasic symbols as letters, numbers and geometric forms,
and can perform rudimentary operations with these
symbols
.
Cognitive Processes-
-The child can deal with objects and
events in terms of certain concepts of order, classi-fication, and relationship; he can apply certain basic
reasoning skills; and he possesses certain attitudes
conducive to effective inquiry and problem solving.
The Physical Environment -
-The child's conception of the
physical world should include general information about
natural phenomena, both near and distant; about certain
processes which occur in nature; about certain inter-
dependencies which relate various natural phenomena;
and about the ways in which man explores and exploits
the natural world.
The Social Environment-
-The child can identify himself
and other familiar individuals in terms of role defining
characteristics. He is familiar with forms and functions
of institutions which he may encounter. He comes to
see the necessity for certain social rules, particularly
those insuring justice and fair play. 23
Though the target audience was to be inner city
disadvantaged children three to five years old, Sesame
Stree t was created as a classroom without walls, ". . .
nationwide and infinitely expandable, capable of reaching
into ghetto neighborhoods and remote rual outposts, and,
2 2Joan G. Cooney, The First Year of Sesame Street :
A History and Overview
,
Final Report! [New York: Children's
Television Workshop
,
Educational Testing Service), p. 4.
Samuel Ball and Gerry Ann Bagatz, The Goals of
Sesame Street
,
Appendix A. The First Year of Sesame Street
An Evaluation (New Jersey: Educational Testing Service,
T911)
, pp . ITS
.
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it was hoped, of raising the level of educational equality
for pre-school children everywhere." 24
Several Sesame Street characteristics have implica-
tions for early childhood education practices in urban
schools. One, each curriculum objective is treated separ-
ately with strategies offered for achieving each objective. 25
Second, there are three essential steps in the designs of
instructional objectives for the program: ( 1 ) objectives
or performance criteria are specified in behavioral terms;
(2) a systematic analysis of learner characteristics is
completed including previous response histories, entering
behaviors, and potential positive and negative transfer
effects; and (3) instructional presentations, including
the sequencing of instructional stimuli and the facilita-
tion of retention and transfer are thoroughly analyzed.
Nearly all these steps are represented to some degree in
the planning and development of Sesame Street program
objectives. A third Sesame Street characteristic is
24
The First Year of Sesame Street, p. 9.
25
An article based on remarks by David D. Connell
and Edward L. Palmer, before the International Seminar on
Broadcaster/Research Cooperation in Mass Communication
Research, University of Leicester, Leicester, England,
The National Elementary Principal 1 (April 1971), p. 24,hereafter referred to as Connell.
26
’’Open Sesame," p. 73.
13
especially significant for urban school curricular practices.
A variety of speech forms were introduced on the show in-
C-iiliing some spoken dialect and informal street language. 27
By recognizing and accepting the speech patterns of the
inner city viewers, the program aimed to increase viewer
identification with the program and to contribute to viewer
self-concept. The program also sought to promote acceptance
of speech patterns different from that of the viewer. 28
Further, the pace for Sesame Street is rapid and lively.
Program sequences designed specifically to entertain as
well as teach basic skills are included. 29
y The programming reflects recognition of the need
for diversity in character, content and style as well as
pace. Modeling, the effects of narrow focusing, learning
from format as well as content, and the possibilities of
cross modal reinforcement were each considered in the design
T n
and development of the program. Of great importance,
the development of Sesame Street reflects the attitude
that failure to achieve intended outcomes is a fault of
27Connell, p. 22.
2 8Gerald S. Lesser, "Learning, Teaching, and Tele-
vision Production for Children: The Experience of Sesame
Street," Harvard Educational Review 42 (May 1972), p. 232.
7 Q
"Open Sesame," p. 70.
3 0
"Learning, Teaching, and Television Production
for Children," p. 242.
14
the material presented rather than the result of
deficiencies in the learner. 31
On-going evaluations of Sesame Street illustrate
the continuing effectiveness of the program to teach pre-
school children basic facts and skills. The relationship
of amount of viewing to amount of growth has been confirmed
through evaluations year after year. The first year eval-
uation, conducted by Educational Testing Service of Prince-
ton, New Jersey, revealed that Sesame Street benefits
children from disadvantaged inner city communities, middle
class suburbs and isolated rural areas. The continuing
evaluations found that " First, children who watched the
most learned the most. The amount of learning that took
place increased in relation to the amount of time the child
watched the program. Second, the skills that received the
most time and attention on the program itself were, with
rare exceptions, the skills that were best learned. In
addition to acquiring skills that were directly and delib-
erately taught, it appears that there was some transfer
of learning that some children learned to do things which
33
were not taught on the program. A third finding revealed
31
"Open Sesame," p. 73.
32
Samuel Ball and Gerry Ann Bagatz, The First Year
of Sesame Street : An Evaluation (New Jersey: Educational
Testing Service, 1970), p. 2.
33
Ibid
. ,
p . 3
.
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significant gains
children
.
34
for a small group of Spanish speaking
Such findings assume particular significance when
considered in the context of urban school failure. Despite
project Head Start, Follow Through and other federally
sponsored reform efforts, school systems have not succeeded
in identifying and isolating a curriculum, set of teaching
practices or any other set of characteristics which enable
the school to facilitate learning successes for the urban
school child. The question raised by the Sesame Street
findings concerns the extent to and rapidity with which
school systems will change to adapt to the diversity of
background of its clientele. In examining the impact of
technology on education, educators have recognized that
students ".
. . having experienced truly individualized
and enriched instruction and immediate feedback of the
results of their work, will demand rich and meaningful
instruction." In addition, they have indicated recognition
that "it is not a question of whether the requirements of
teaching will change, but rather one of how much time
there is to prepare for changing requirements ." 35 Histori-
cally
,
school systems have failed the test of responsiveness
34 T . •, .Ibid. p. 4.
35John Loughary, Man and Machines in Education
(New York: Harper and Row, 1966), p. 31.
and flexibility when facing massive social and cultural
change
.
16
This dissertation seeks to examine current reform
efforts in urban schools which, as determined by system
administrators, are being instituted as a result of the
popular early childhood television program called Sesame
Street
. The study takes as a reference point, the continuing
challenge to the legitimacy of the authority of urban
schools by parents in urban communities, and the recogni-
tion that the Sesame Street program has altered the compe-
tencies and perceptions of children now entering schools
for the first time. This study hypothesizes that if urban
schools have begun to alter curriculum content, organiza-
tion and teaching methodologies in preparation for the new
Sesame Street graduates, then these school systems might
continue to claim legitimacy of authority to educate urban
youngsters. If urban school systems are unable to demon-
strate preparation for the new Sesame Street graduates in
the form of altered curriculum, organization and teaching
methodologies at the early childhood level, then such
failure could be added to the body of evidence documenting
the failure of urban institutions to meet the needs of
children of urban communities which serve as the basis for
the challenge to the legitimacy of authority of those
institutions
.
17
Statement of the Problem
It is the purpose of this study to investigate
the extent to which a selected sample of major urban school
systems have initiated or planned changes in curriculum,
organization or teaching methodologies in preparation for
Sesame Street graduates. Data has shown that over eighty
percent of the United States homes with pre-school children
7 £
tune in to Sesame Street
. Continuing evaluations of
Sesame Street viewers show that the program is effective in
"imparting basic facts and skills to children aged three
to five and that those who watched most learned most."^
A generation of Sesame Street graduates are now entering
urban school systems for the first time. Some suburban
school systems have already begun the process of planning
3 8
changes in response to entering Sesame Street graduates.
Urban school systems are facing a crisis of con-
fidence, occasioned by its publics' lack of faith in its
ability or willingness to change itself to more effectively
teach the intellectual skills and academic knowledge that
7 z:
°Report on preschool children (November 17, 1971)
p . 6
.
3 7Gerry Ann Bagatz and Samuel Ball, A Summary of
Major Findings of the Second Year of Sesame S treet (New
Jersey": Educational Testing Service, 1971) ,~p^ 27
3 8
Ruth B. Trout, "Sesame Street: It's Changing
the School Program in this District- - and Probably Will In
Yours Too," American School Board Journal (April, 1971),
pp. 20-24.
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students need if they are to earn a decent living and to
participate in the social and political life of the community.
If urban school systems are to capitalize on the gains which
its Sesame Street graduates bring with them, changes in cur-
riculum, organization and teaching methodologies will be
needed. This study seeks to determine what if any changes
have been initiated or planned by a sample of urban school
systems, to prepare for its new clientele.
Methodology
A descriptive research model is combined with
correlational techniques in this study to describe system-
atically the extent and type of changes in curriculum,
organization and teaching methodologies initiated by urban
school systems in response to the reported successes of the
Sesame Street program, and in preparation for entering
kindergarten and first grade children who will more than
likely be Sesame Street graduates. The forty-six largest
school districts in the United States formed the population
for this study. A survey instrument was developed to
collect the data needed to determine the type and amount of
Sesame Street related change which has been initiated. The
instrument requested data which would allow a comparison
of types of changes, amount of changes, and certain charac-
teristics of impacted and non-impacted districts. The
instrument was self - administered by school district personnel
19
designated by the Superintendent of Schools in the districts.
Significance of Study
The continuing failure of urban schools to reverse
or even halt the rate of decline in pupil performance has
resulted in a loss of credibility among its constituency,
the parents of the students it purports to educate. This
loss of credibility is sufficiently grave as to constitute
a threat to the legitimacy of the authority of the urban
school system. As Facks indicated: "individuals tend to
attribute legitimacy to authority when the exercise of
that authority is perceived as beneficial to groups, in-
stitutions, or values to which the individual is committed.
If urban school systems can demonstrate that
changes in curriculum, organization and teaching methodolo-
gies are being planned or have been initiated which will
result in improved academic performance of students in
schools, then the legitimacy of the system can be assumed.
If urban school systems fail to demonstrate such changes,
then the challenge to the legitimacy of the system is sus-
tained. Changes in early childhood education practices
resulting from Sesame Street have been selected for
39 Facks, "Protest or Conform," p. 127.
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examination in this study. One of the most serious
challenges leveled at urban schools concerns the failure
to systematically think through the relationship between
the pupil's background, the characteristics of the students
entering the system, and the educational measure appropriate
to successful learning. In Volume One of his significant
study on Cl ass
,
Codes and Control
, Basil Bernstein states
"We do not know what a child is capable of, as we have as
yet no theory which enables us to create sets of optimal
learning environments, and even if such a theory existed,
it is most unlikely that resources would be made available
to make it substantive on the scale required.
Sesame Street has provided some data regarding
characteristics of optimal learning experiences for children
three to five years of age. This study seeks to determine
the extent to which urban school systems are organizing
to apply those learnings, and on what scale. The academic
performance of students as well as the legitimacy of the
authority of the system itself is at stake.
Limitations of the Study
This study is concerned with major urban school
systems exclusively. While some suburban school districts
40Bernstein , "Towards a Theory of Educational Trans
missions," p. 200.
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have already begun revamping the school program to "make
sure that the district's kindergarten and primary grade
offerings are in tune with the vastly increased learning
their children have gained from the Sesame Street program,"
these will not be examined in this study. ^ It may be
considered that any innovation aimed at improving the aca-
demic performance of students is significant. Only those
changes which are related directly to the impact of Sesame
Street will be examined in this study.
While the study examines the current crisis of
authority precipitated by the challenge to the legitimacy
of authority of the system by urban communities, this is
not about decentralization or community control. While de-
centralization and community control seek to resolve the
crisis of authority by transforming political relationships
in urban school systems, this study assumes that those in
power have not begun to accept the notion that such power
should be relinquished.
Plan and Content of the Study
Chapter One of the dissertation has examined those
issues related to the performance of urban school systems
which have led to the current challenge to the legitimacy
of the authority of the school system. Sesame Street was
p . 19
.
41
"Sesame Street: It's Changing the School Program,"
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examined as an experiment joining the "technical capabilities
of television with some premises about children's learning.’’ 42
As a carefully researched program designed to apply "the
production techniques and entertainment values of popular
commercial television to an instructional program for pre
school children that emphasized the needs of the urban
and rural disadvantaged child." 43 Sesame Street has demon-
strated several important successes. The implications of
those successes for curricular, organizational and metho-
dological changes in urban early childhood education were
discussed
.
Chapter Two of this study will examine the crisis
engendered by the challenge to the legitimacy of authority
of urban school systems in greater detail. The bases of
legitimacy will be discussed along with key criteria for
maintaining legitimacy in the context of the performance
of urban schools for its members who are poor and minority.
Chapter Three will document the development of the
survey instrument and the data collection and analysis
procedures. Chapter Four will present the findings of
this study and an analysis of the data. Chapter Five will
42
"Learning, Teaching and Television Production,"
P. 282.
43Connell, p. 14.
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present conclusions based on the analysis of the data
and recommendations for further research.
\
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CHAPTER II
CRISIS IN THE GHETTO: THE CHALLENGE TO THE
LEGITIMACY OF AUTHORITY OF URBAN
SCHOOL SYSTEMS
The primary purpose of this study is to examine
current reform efforts in urban schools which, as determined
by system administrators, are being instituted as a result
of the television program, Sesame Street
. The underlying
concern is the continuing failure of urban school systems
to provide an educational experience for its clients who
are poor and minority, which results in superior or even
average academic performance. Whether this continuing de-
vastating failure is willful or not, the consequence is a
serious challenge to the legitimacy of authority of urban
school bureaucracies by poor and minority parents. This
study proceeds from the recognition that the Sesame Street
program has produced a generation of graduates who are now
entering school with a radically altered set of competen-
cies and perceptions. The basic premise of the study is
that if urban school systems can demonstrate that they have
begun to alter curriculum content, organization and teaching
methodologies in preparation for the new Sesame Street
graduates, then that evidence could be used to sustain their
continued claim to legitimacy of authority to educate urban
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youngsters. If urban school systems are unable to
demonstrate such reform, this lack of initiative adds to
the evidence which serves as the basis for the challenge
to the legitimacy of authority of those institutions.
This Chapter will elaborate on this premise by pro-
viding a definition of the issue and discussing in turn
legitimacy, authority, and the urban school bureaucracy;
the bases of legitimacy; some of the criteria by which the
legitimacy of authority of a system can be said to be
maintained; and the twin issues of reform in urban schools
and increased pupil academic performance.
Legitimacy of Authority: Defining the Issue
It is important to note that educational literature
is remarkably silent on the issue of the legitimacy of
authority of school systems. The literature on decentra-
lization and community control provides limited insights.
For much of this discussion it was necessary to turn to
the social and political sciences.
The issue centers on the notion that urban school
systems currently suffer from lack of confidence by those
people it purports to serve, namely the poor, the Blacks
and other minorities who populate its schools. This lack
of confidence results from the continued failure of the
system to provide for the needs of the youngsters who now
attend in educationally, or even socially, significant ways.
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Specifically, an educational experience which results in
the acquisition of knowledges and competencies which would
enable one to get a job, go to college, or secure other forms
of advanced training, or otherwise negotiate the society
with success, is absent. This lack of confidence constitutes
a serious challenge to the legitimacy of authority of the
urban school system, or as Cohen posits the issue, "a sense
that these schools lack legitimacy as educational institu-
tions
.
The demands for community control and decentraliza-
tion and other versions of reform which would require those
in power in urban school systems to share the power, are
only the outward manifestations of this challenge and only
partially reveals its seriousness. Given that this study
centers on power relationships in urban school systems,
some discussion of decentralization and community control
seems appropriate here, though these issues are not key to
the study. Decentralization refers to the simple act of
dividing up a large centralized system into smaller units
and has no necessary connection to power relationships.
Community control refers to reallocating power from a single
^David K. Cohen, "The Price of Community Control,”
Commentary (July 1969), p. 32.
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central repository to smaller units which are theoretically
representative of a smaller, geographically distinct com-
munity of interests. 2 In theory, this arrangement makes
the power holders more accountable to the community, in
addition to providing more direct avenues of access to power
and participation.
Smith and McGrail 3 suggest five possible adminis-
trative combinations of decentralization and community
control: (1) centralized authority with a system-wide fis-
cal base and no effective community involvement; (2) decen-
tralized authority with a sub-unit level fiscal base but
still no effective community involvement; (3) decentralized
authority with a sub-unit level fiscal base combined with
effective citizen involvement; (4) decentralized authority,
a system-wide fiscal base with no effective citizen involve-
ment; and (5) decentralized authority, combined with a
system-wide fiscal base and effective citizen involvement.
Their discussion summarizes a continuum of possible power
arrangements suggested by decentralization and community
control. The issue, however, is the redistribution of
2Georghette B. Sandler, "Reneging on the Redistribu-
tion of Power in the New York City Public Schools ," Growth
and Change 6 (January 1975)
,
p. 11.
3David Smith and Richard McGrail, "Community Control
of Schools: A Review of Issues and Options," Urban and Social
Change Review 3 (May 1971), pp. 2-9.
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authority rather than the legitimacy of authority itself.
If the authority of the urban school system is held to be
illegitimate, then discussion of the redistribution of that
authority is pointless, or, as Bowles and Gintis 4 suggest,
a way of playing the fiddle while the house burns.
While reallocation of authority in urban school
systems is tangential to the main focus of this study, this
study is not advocating the anti-colonial position that
"the established authorities and the principles upon which
their dominion rests are fundamentally and irreparably
illegitimate, and that the only way they can continue to
command is by the use of naked power." 5 That position does
suggest the bottom line for this discussion, which is the
legitimacy, or lack of it, of the authority of urban educa-
tional institutions.
Minority parents, as a solidary group, have certain
expectations of the urban school bureaucracy. A solidary
group may be described as a group of individuals who, be-
cause of a commonality of circumstances, recognize that a
given decision made by the organization will affect them
4Samuel Bowles and Herbert Gintis, Schooling in
Capitalist America (New York: Basic Books, Inc., 1976).
^Cohen, "The Price of Community Control," p. 34.
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individually because of their membership in the group. 6 A
member of a solidary group will perceive any political
decision which impacts on any other individual who is a
member of this group, as having personal consequences for
him/her. The expectations of minority parents are funda-
mentally the same as those of other parents, "to teach the
intellectual skills and academic knowledge that students
need if they are to be able to earn a decent living and
to participate in the social and political life of the
7
community. " The documentation of the lack of responsive-
ness of urban school bureaucracies is legion. 8 Cohen
states the issue succinctly: "scarcely anyone with access
to print denies that the schools have failed to correct
ghetto educational problems." A recent report on reading
performance in New York City schools illustrates the con-
qtemporaneousness of the failure. That report, published
in the fall of 1976, indicated that those schools located
in inner-city areas populated primarily by minorities and
poor whites, ranked in the bottom percentiles in reading
6William A. Gamson, Power and Discontent
,
(Homewood
Dorsey Press, 1968), p. 53.
7 Silberman, Crisis in the Classroom
,
p. 62.
gThe literature is repetitious, but some titles
are illustrative.
9October 2, 1976 issue of the New York T imes on
reading in city schools.
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performance. Presented with this information, minority
parents cannot feel that the system is performing for their
children. Yet legitimacy of authority is based on consent, 10
and consent is based on the extent to which a group feels that
the system effectively meets their needs. Janowitz 11 argues
that for self-interest to be realized, there must be acceptance
of the current performance of the bureaucracy. "All claims to
legitimate rule," states Lipset ".
. . must ultimately win
acceptance through demonstrating effectiveness.” 12 Groups
provide their consent when they feel that their own interests
are being effectively served by the organization. Urban
school systems currently fail to meet this basic criterion.
Types of Legal Authority
In the research on legitimacy and authority, Weber's
work is generally utilized as a key point of reference.
13Weber suggests three types of legitimate rule. One type
is legal authority. Bureaucracy, which represents its pure
type, operates according to laws which can be enactedand
10Charles W. Hendel, "An Exploration of the Nature
of Authority,” in Carl J. Friedrich, ed.
,
Authority (Cambridge
Harvard University Press, 1958), p. 15.
11Morris Janowitz, "Hierarchy and Authority in the
Military Establishment,” in Amitai Etzioni, Complex Organi-
zations (New York: Holt, Rinehart and Winston^ 1961) , pp.
lW-Trr.
^Seymour Lipset, The First New Nation : The U .
S
. in
Historical and Comparative Perspective (New York: Basic
Books
,
19(>3)
,
p~ 45
.
13Max Weber, "The Three Types of Legitimate Rule,”
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changed at will of the people by formally correct procedure.
This type is rational, legal and is based on an ends-means
analysis or cost-benefit calculations. 14 The second type
suggested by Weber is traditional authority. Its pure type
is patriarchal authority in which belief in the sacredness
of the social order and the prerogatives of tradition are
prevalent. This authority is past oriented and receives its
legitimacy from adherence to custom. The third type is
charismatic authority. It is best represented by the rule
of the prophet, the great demagogue or the warrior hero,
and is sustained by the personal devotion of the followers
to their leader. This type of authority derives its legi-
timacy from affective, emotional bases. Its primary con-
cern is achieving certain values held common by the subjects.
The first type, the rule of bureaucratic authority
concerns us here, as the central issue in the maintenance
of the legitimacy of the urban school bureaucracy. Of this
type, Terence Hopkins writes, "They are power structures
operating in a quasi- judicial fashion: rational values
translated by Hans Gerth, Berkeley Journal of Sociology,
1955, in Etzioni, Complex Origins
, pp. 42-44.
14Harry Eckstein and Ted R. Gurr, Patterns of
Authority : A Structural Basis for Political InquTry (New
York: John Wiley 5 Sons, 1975), p . 2 0 1
.
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legitimate them, trained experts run them, and the principle
of hierarchy, prescribing a positive relation between the
rank of a unit and its power, defines their shape.” 15 Some
examination of the
-trained experts" who run urban school
bureaucracies is appropriate, and will be taken up later in
this Chapter. The concern of the moment is with the "rational
values' which are said to legitimate those organizations.
Parsons defines values as the "commitments of individual
persons to pursue and support certain directions or types
Of action for the collectivity as a system and hence der-
ivat ively for their own roles in the collectivity.'' 16 i n
discussing rational choice, Ragowski suggests that "an
actor chooses rationally if and only if he chooses that
course which maximizes his expectation value; i.e., that
whose expectation value is not exceeded by that of any
other course of action." 17 If, as Ragowski suggests, people
make decisions about support for institutions rationally, 18
1
^Terence Hopkins, "Bureaucratic Authority: TheConvergence of Weber and Barnard," in Etzioni, Complex Oreanizations
„ pp. 82-98. * *
—
16
Talcott
Political Action,"
199.
Parsons, "Authority, Legitimation, and
in Carl J. Friedrich, ed., Authority
, P-
Ronald Ragowski, Rational Legitimacy: A Theory of
Pol iticai Support
,
(Princeton: Princeton UniversTty PressT
-
1974), p. 34T
18
Ibid.
,
p. 3.
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en minority parents as a solidary group may be expected
to lend their collective support to urban school bureau-
cracies if and only if those institutions are perceived as
Pursuing courses of action designed to promote their own
interests or achieve some collectively identified goal in
the most effective and efficient manner possible. As a
solidary group, minority parents have historically supported
school systems. Their faith in the power of the school
system to overcome the handicaps of poverty in an affluent
y,and race in a racist society, has continued despite
lack of evidence to support such good faith. The request
has been general; "educate my child." By and large, min-
ority parents have been without choice in their support of
the school system. Few, if any, alternatives were perceived
to be available. The advent of the Civil Rights movement
and the social action programs of the sixties, with the
frequent requirement for parent advisory councils and citi-
zen review boards, minority parents became both, more
specific in their expectations of public schools and more
aware of possible options. Their expectations extend beyond
receiving a high school diploma as some measure of education,
to the specific requirement that their children be provided
with competencies deemed necessary to negotiate the society
with success.
34
Further, their perceptions of options extend to
include the possibility that those in power in urban school
systems should not continue to hold power exclusively. This
position may be extended to include the possibility that
the fault lies not with those who hold positions in the
system, but that structural or goal discrepancies exist be-
tween themselves and urban school systems which are too
great to be amended by merely replacing those individuals
who are currently power holders in the system . 19 This
position, assumed by a large percentage of the clients of
the system, poses the most serious challenge to the legi-
timacy of authority of the system. This position could
rationally be chosen by minority parents unless they are
presented with some evidence that not only are the system’s
values and goals congruent with their own, but that the
system possesses the structural characteristics needed to
respond to their demands. Responsiveness, adaptability
and flexibility are examples of relevant characteristics
and as such may be viewed as dimensions of legitimacy.
19Eckstein and Gurr, Patterns of Authority , p. 147.
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Criteria for Maintaining Legitimacy
Any attempts to determine the extent to which an
organization can be said to maintain legitimacy must
necessarily consider a variety of factors. Eckstein and
Gurr list four criteria governing the likelihood that any
given dimension will be salient as a base of legitimacy.
Two of these criteria seem especially pertinent here.
"
• • • because legitimacy involves perceptions by actors
of how authorities affect their lives, dimensions that have
a direct and evident bearing on their lives are more likely
to be salient than others." They further suggest that
dimensions are consequential if they might be considered
to have direct and general effects on the contents of
directives and could be regarded as having an especially
close bearing on the extent to which justice, or fairness
prevails
.
Using these criteria, a number of salient dimen-
sions impacting on the maintenance of the legitimacy of
authority of urban school systems from the perspective of
minority parents as a solidary group may be examined.
Three of these dimensions were previously noted. These
were flexibility, responsiveness, and adaptability.
20Eckstein and Gurr, Patterns of Authority , p. 210.
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Adaptability refers to the ability of the system to
accommodate needs, values and points of view which were not
originally considered in the development of the institution.
Urban school bureaucracies developed in a context which
provided no consideration to the needs and aspirations of
minority parents at best, to negative considerations at
21
worst. To be adaptable, the value system of the urban
school bureaucracy must imply basic acceptance of the value
system of the solidary group. As Parsons suggests: ".
. .
the values of the organization legitimize its existence
as a system
. . . they legitimize the main functional pat-
terns of operation which are necessary to implement the
22
. . . system goal. Those functional patterns of the
organization are the adaptive processes which facilitate
the organization toward goal attainment. Parsons suggests
a key measure of adaptability is the loyalty of the parti-
cipants to the organization goals as compared with the
loyalties they hold in other roles. This becomes a major
problem when an altered value system extends to include
21
Katz, Class
,
Bureaucracy
,
and Schools .
22Talcott Parsons, "Suggestions for a Sociological
Approach to the Theory of Organizations," Administrative
Science Quarterly 1 (1965), p. 67.
23
Ibid
. ,
p . 68
.
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those which may be beyond the frame of reference of the
organization’s office holders. ^ Seymour M. Lipset's study
of a social-democratic movement which secured power in the
government of a particular nation provides some clarifi-
cation on this aspect of the adaptability dimension. 25 In
his study, the new government ministers passed legislation
and initiated policy changes aimed at broad reformist ob-
jectives. They were dependent, however, on civil service
officials to operationalize these changes. After much
time and activity, they found that very little changed.
The bureaucrats in office discovered a variety of ways to
avoid change. These ranged from convincing their ministers
that the proposed changes were administratively infeasible,
or that the opposition to them would be too great, or direct
sabotage. What the Cabinet ministers failed to consider,
according to Lipset, is that bureaucrats, like all indivi-
duals, form their opinions about relative ’’right" and
"wrong" on a particular issue in their own social milieu,
where a variety of pressures exist. These opinions in-
fluence their loyalties to the value system and goals of the
2
^Seymour M. Lipset, "Bureaucracy and Social
Reform," in Etzioni, Complex Organizations
,
p. 261.
25
Ibid
. ,
p . 262
.
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organization positively if their opinions are congruent
with the goals of the organization, and negatively if they
are divergent.
In the context of the urban school system and the
values of minority parents, if the bureaucrats hold values
which are incompatible, e.g., are racist, then the organi-
zation will rank low on the adaptability dimension.
Flexibility refers to the ability of the system to
change rules, regulations and procedures to accommodate new
or altered sets of values. If a group which has suffered
exclusion from an institution or has not been adequately
served by that institution pushes for fair and equitable
treatment, some changes are required in institutional prac-
tices to accommodate those demands. In the case of urban
school systems and minority parents, those accommodations
might include: changes in school staffing practices;
changes in textbook selection practices; changes in curri-
7
culum content and methodologies. Parsons suggests that
the ability of organizations to mobilize resources toward
the attainment of an altered set of goals may be a key
test of the flexibility of the organization.
Responsiveness refers to the ability of the organi-
zation to foster the perception on the part of a solidary
7 f\
°Parsons, 'Suggestions for a Sociologial Approach
to the Theory of Organizations," pp. 63-85.
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group that the system works for them. The responsiveness
dimensions may be analyzed along a number of factors. On
such factor is trust. According to Pack, attribution of
legitimacy is a function of trust. 27 He defines trust as
"the perception that those in authority are not biased
against one or that the working of the system does not re-
sult in special costs for oneself or one’s group." This
definition provides only a minimum consideration, however,
by focussing on the absence of bias and the absence of
special cost. Gamson 28 goes further to suggest that the
political trust of a solidary group is its perception of
the efficiency of the political system in achieving col-
lective goals and its bias in handling conflicts of in-
terest." Gamson’ s definition is more useful here in that
it goes beyond Fades’ definition to include output, or
results of the system for a solidary group as a primary
basis for maintaining trust. According to this definition,
a solidary group will examine particular decisions for
evidence of justice and fairness as well as the generalized
impact of the decisions and actions of the system on their
interests
.
27Z
racks ,
.
28rGamson,
"Protest or Conform," pp. 127-150.
Power and Discontent
, p . 53.
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Another factor important in the analysis of the
responsiveness dimension is access to participation.
Does the organization facilitate processes so that members
who will be affected by a decision will have knowledge of
the pending decision, the decision-making process to be
utilized, and opportunities to impact on that process.
Eckstein and Gurr define participation as the means by which
members are incorporated into the decision-making process. 29
They suggest that because of its immediacy, participation
is likely to be perceived as highly consequential. Ragow-
30
ski suggests that any perceived inequality in probabilities
of uniquely determining decisions of the organization will
lead to the perception that the existing government is
rationally illegitimate. Each member must perceive that his
chances of influencing decisions are as high as any other
member. At the very minimum, members must perceive that
their views will be heard, or that to voice their views
will make a difference.
Bureaucratic inertia provides another way to examine
the responsiveness dimension. Bureaucratic inertia may be
described as a kind of organizational arteriosclerosis,
wherein, communication channels are slowed to a virtual
29Eckstein and Gurr, Patterns of Authority , p. 221.
3ft . .
Ragowski, Rational Legitimacy .
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standstill, and important components of the institution
are unable to get needed messages to and from each other.
In discussing some of the rationale for the demand for
decentralization and community control, Cohen 31 suggests
one of these as the notion "that the potentially effective
components of city school systems -
-parents
,
teachers and
inquisitive children-
- are walled off from lack of attention
by a Byzantine bureaucratic maze. He further suggests that
before the elements can function to the children's best
advantage, the walls must be broken down and the bureau-
cracy brought under control. His statement implies that
the ability of the bureaucracy to facilitate collaboration
of its major components is a key test of the responsiveness
dimension
.
In discussing bureaucratic authority, Friedrich
lists five needs of the bureaucracy. One of these has
particular relevance to our discussion of the responsive-
ness dimension: "that bureaucrats can be neutral and
serve all forces equally well." This variable relates
closely to the adaptiveness dimension for it questions
whether continuing staff can serve new masters. It con-
cerns the extent to which an organization can be responsive
to the needs of minority parents while populated by
3
1
Cohen, "The Price of Community Control#" P- 37.
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bureaucrats who helped develop a set of institutional
responses which were not sensitive to and often in oppo-
sition to their needs and goals.
A closely related concept which is also important
to the flexibility dimension is Veblen's notion of "trained
incapacity." By "trained incapacity" he suggests a con-
dition whereby bureaucrats are unable to respond to changes
in the environment or altered sets of goals and values,
because they have been so thoroughly trained in the old
environment. Their competencies and responses which have
resulted in successes for them under the old set of goals
are now dysfunctional. Yet they are unable to apply those
skills or response patterns to the altered environment.
In the context of the urban school system, personnel prac-
tices which served well in the past, teaching methodologies
or textbook selection procedures which seemed adequate when
the focus of the system was white middle class, may prove
dysfunctional in seeking to respond to the goals of minority
33parents. Indeed, Blau suggests that many social patterns
that served important functions for the organization of
T O
Robert K. Merton, "Bureaucratic Structure and
Personality," in Social Theory and Social Structure
(New York: Free Press, 1957)., p. 198
.
33Peter M. Blau, The Dynamics of Bureaucracy ,
(Chicago: University of Chicago Press, 1955) , pi 201.
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the bureaucracy, also produced conditions that impeded the
effective attainment of organization objectives.
The utlimate test of the responsiveness dimension
might be regarded as ••output." Output may be defined as
the extent to which the perception is engendered that the
organization is ’’effectively pursuing, or somehow needed to
attain or safeguard, goals intensely valued by unit mem-
bers
.
34Eckstein and Gurr, Patterns of Authority
,
p, 218.
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CHAPTER III
DESIGN OF THE STUDY
Background of the Study
The purpose of this study was to assess the extent
to which a selected sample of major urban school systems
have initiated or planned changes in curriculum, organiza-
tion or methodology of teaching, in response to the broad
successes of the television program, Sesame Street
,
and in
preparation for the children who are now entering schools
for the first time who are graduates of Sesame Street .
Yearly evaluations of the Sesame Street program completed by
the Educational Testing Service of Princeton, New Jersey,
indicates that children who watch the Sesame Street program
show greater progress in developing certain cognitive
skills
.
The first year evaluation of the program showed
that children did succeed in learning important simple
facts and skills such as recognizing and labeling letters
and numerals, and more complex higher cognitive skills,
such as classifying and sorting by a variety of criteria.
In the ETS analysis of the research results on the impact
of the program on children considered to be from dis-
advantaged backgrounds, gain scores increased in relation
to the amount they viewed Sesame Street. Therefore, those
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children who watched the program five times a week or more
gained forty-seven points. The majority of the children
in the "disadvantaged" category were black. The researchers
noted that a number of teachers and school psychologists
had written to them after the first year report was pub-
lished, offering the opinion that Sesame Street was affect-
ing the "brightness of the children who were entering their
schools." Further, there was evidence to support the no-
tion that the program may have impacted in significant ways
on viewers' attitudes toward and interactions with the
learning process. While the program does not attempt to
teach vocabulary directly, the researchers found a 5.4 point
gain on the Peabody Picture Vocabulary Test. 2 The authors
hypothesized that listening to a show which does not talk
down to children and which broadens a child's experience
with words might conceivably have effects in this area. 3
It can also be concluded that Sesame Street graduates are
entering school with perceptions about learning and the
teaching/learning process which are different from pre-
Sesame Street kindergartners
.
The motivation for this study stems from the crisis
engendered by the challenge to the legitimacy of authority
^Ball and Bogatz, "Second Year Evaluation," p. 104.
2
Ibid
. ,
p . 105
.
3
Ibid.
,
p. 106.
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urban school systems, a challenge which grew out of and
is sustained by the continuing failure of urban school
systems to effectively educate minority youngsters. It is
considered that at this point, only a significant good faith
effort could significantly effect this challenge and lend
support to the notion that urban school bureaucracies should
continue to have dominion over the educational process of
minority youngsters. Only those attempts which seriously
seek to develop educational programs which have potential
for effectively educating those youngsters who have, to
date, been schooled for failure, can be considered good
faith efforts. The contention must be disproved that even
if successful strategies for teaching and learning in city
schools were known, they would not be adapted. The successes
of the Sesame Street program provide two significant messages
to urban school systems. One, that teaching strategies
and curricular materials can be developed which result in
academic achievement for minority and poor youngsters.
Second, that youngsters entering school for the first time
who are Sesame Street graduates are not only entering with
altered sets of skills and learning capabilities, but also
with altered sets of perceptions regarding the learning
process
.
Thus, it is assumed that for school systems to
continue to claim to seriously attempt to develop educational
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programs which have potential for meeting the needs of its
students, and by so doing, sustain their claim to legitimacy,
then the curriculum should reflect the altered learning
styles and altered perceptions of the learning process held
by entering populations who are, by and large, Sesame
Street graduates. Not only should the curriculum reflect
those changes, but the organization of the school day and
teaching methodologies utilized in the classroom should also
reflect those changes. Some suburban school districts have
reported changes in curriculum content, organization, and
methodologies in preparation for Sesame Street graduates.
Little evidence is currently available on how urban school
districts are preparing for this new clientel.
Research Population
Those school districts with a population of 200,000
and more were selected as the population for this study.
This listing of districts was provided by the Library of
Congress Department of Statistical Research, Department of
Education and Welfare. These districts were selected on the
basis of the assumption that they contained the largest
percentage of minority students and parents. This study is
primarily concerned with how school systems are responding
to the challenge of providing more effective educational
opportunities to minority children and thereby sustaining
their claim to legitimacy. A list of the school districts
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included in this study is provided in the Appendix. This
list yields forty- six districts located throughout the
country in the South, North, East, Midwest and Farwest.
The percentage of minority students in the districts in-
cluded in the study ranged from a low of fourteen percent
in Portland, Oregon, to a high of ninety percent in Washin-
ton, D.C., as reflected in Table III. Annual per pupil
expenditures of districts included in the study ranged from
$425.00 in Memphis, Tennessee, to $1,108.00 in New York
City (see Appendix) . This data reflects an increase in per
pupil expenditures over a five year period. The increase
in per pupil expenditures is considered in light of the
continuing decline in academic performance and the increases
in enrollment of minorities and those who are poor. The
parents of these students, it has been noted, form a
solidary group who are growing more collective and more
vocal in their demand that school systems provide what
is their just due, an educational process which allows for
andpromotes academic achievement for their children.
This research study sought information that might
have a direct bearing on those districts included in the
study, namely how those school systems are responding to
the reported successes of the Sesame Street program, in
preparation for the new Sesame Street graduates now entering
•• \
kindergarten for the first time. It was felt that if any
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school systems were likely to make radical changes in
responses to this data, then the largest school systems were
those facing the most pressing challenge, primarily because
of the greater diversity of the population combined with
the greater magnitude of failure. Further, review of the
literature indicates the large urban school systems as
the sites where failure is most vividly dramatized and most
dramatically exposed.
Description of the Research Instrument
This study may best be described as a combination
of descriptive and correlational research. It seeks to
investigate specific patterns of change which have occurred
in selected school districts. It also seeks to determine
the extent to which such changes were motivated by a factor
external to those school districts, namely the Sesame Street
program. To acquire information on these changes, the
investigator initially sought to determine what information
might be available from the Children's Television Workshop
which produces the program being investigated, since the
literature indicates that a substantial budget is allocated
by the organization for evaluation, publicity and data
collecting. It was also thought that if such data were not
available from the data collection procedures used by the
Workshop or from the studies commissioned by the Workshop,
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that the organization might be familiar with data collected
by other sources which was not readily available in the
literature. It was determined that while the Educational
Testing Service studies provided vast amounts of data
relative to the impact of the program on its viewers,
little data was available regarding the impact of the pro-
gram on the educational programs of the school districts
of those viewers.
Two methods for collecting the necessary data were
considered. The first involved the use of in-depth inter-
views with school district administrators to secure informa-
tion on the impact of the program on the educational programs
of the school district. This would include interviews with
individuals responsible for the elementary curriculum
in the district, those responsible for the development and
use of educational technology in the district, as well as
those with primary responsibility for inservice training
of teachers. The second method involved the development
of a questionnaire to be completed by the appropriate dis-
trict administrator which included items to solicit that
data. The second method was chosen primarily because of
the considerable time and expense involved in completing
interviews in forty-six major cities located in all parts
of the country, as well as the complexities involved in
arranging interviews with appropriate personnel in each of
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these cities.
A nineteen-item questionnaire was developed which
consisted of six categories. Category one sought informa-
tion from the district on the percentage of students who
watch Sesame Street and whether the program was viewed in
school as part of the in-school curriculum. The second
category sought information regarding the districts' response
to the program relative to the impact of Sesame Street on
the achievement scores of students. The third category
sought information on changes in curriculum, organization
and methodology based on the Sesame Street program. The
fourth category sought information on efforts by the district
to encourage the use of the program in the classroom through
program development, curriculum revision, teacher in-service
education or the development of new materials for use in
the classroom. The last two categories sought to determine
information on students in the district and the range of
family income levels in the district, and to solicit infor-
mation on the use of the program in connection with non-
English speakers or students for whom English is a second
language
.
Items considered appropriate for the questionnaire
were reviewed by a panel of experts including university
professors, school district administrators, teachers,
members of the House of Representatives Committee on Educa-
tion, and the Sub-Committee on Computers, members of the
Bureau for Computer and Statistics and members of the
Children
’ s Television Workshop. After receiving approval
by this panel, the questionnaire was mailed to the Sup-
erintendent in each of the school districts included in
this study. A cover letter explaining the purpose of the
study and requesting that the Superintendent either com-
plete the questionnaire or appoint the appropriate person
on his/her staff to complete the questionnaire and return
it in a self-addressed envelope enclosed for this purpose.
During the course of the development of this
study, Congresswoman Schroeder became interested in the
results of the study because of her advocacy in early child-
hood education. The hope was expressed that the results
of the study could provide information useful in consid-
ering proposals relative to innovations in early child-
hood education involving the use of electronic teaching
aides. Because of this interest, the investigator was
able to include a cover letter from her office supporting
the goals of the research and encouraging cooperation
with the investigator.
After thirty days, the initial request for
information was followed up with a mailgram accompanying
a second copy of the questionnaire and cover letter.
Thirty-one, or sixty-seven percent of the original forty-
six questionnaires were returned.
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Analysis of the Data
The questionnaire was designed with a "yes” or
"no" forced choice response to provide for clarity and con-
sistency in responses and accuracy in the analysis of the
data on key questions, requesting information regarding
specific actions being taken in response to the Sesame Street
program. Key questions included:
(6) Does the school system encourage Sesame Street
approaches to teaching?
(7) Do the schools integrate the Sesame Street
program into daily curriculum?
(8) Do teachers watch Sesame Street programs along
with their students?
(9) Do teachers integrate Sesame Street
type in-
structions into regular curriculum?
(10) Do teachers use Sesame Street
materials de-
veloped by the Department of Health, Education
and Welfare?
(11) Do teachers have the opportunity
to use
Sesame Street materials developed by private
sources?
(12) Does this school receive federal
funding for
exploratory programs for Sesam e Stree t type
projects.
(13) Does the school allocate
funds to the development
of Sesame Street type learning materials?
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(15) Does the school provide training for teachers
to do Sesame Street type instruction?
The investigator elected to show comparisons of responses
to these key questions according to the ten largest dis-
tricts, northern and southern, and districts in the east
and west. This data is included in the appendix. Compar-
isons were also made of districts according to their per-
centage of minority students enrolled.
Summary
This chapter sought to describe the procedures used
to determine what changes, if any, were initiated or planned
in selected urban school districts in response to the tele-
vision program Sesame Street
,
produced by the Children's
Television Workshop. The research population consisted
of forty-six urban school districts with populations of
200,000 or more. These districts serve a substantial per-
centage of the minority group children attending public
schools in the United States. Increasingly, these systems
are attended by the children of the poor.
The altered learning capabilities as well as the
altered perceptions of the learning process held by Sesame
Street graduates now entering schools for the first time
were noted. The absence of available data on what urban
school systems are doing to prepare for these students was
discussed as part of the documentation of the need for this
study
.
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A description of the development of the questionnaire
was provided along with a statement of the key questions
of the study. Thirty-one of the questionnaires were returned
(or 67 percent) and provide the basis for the discussion
in Chapter V. Finally, it is noted that the investigator
selected to provide an analysis of the data according to the
ten largest school districts, comparisons of school dis-
tricts in the north and south, the eastern and the western
states
.
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CHAPTER IV
ANALYSIS OF THE DATA
Introduction
The purpose of this dissertation was to examine
reform efforts in big city school systems which have been
planned or initiated in response to the reported successes
of the popular television program Sesame Street . Big city
school systems were selected as the population for this
study for two primary reasons. One, the Sesame Street pro-
gram was designed and produced with one of its explicit
goals being to reduce the gap in learning performance be-
tween "minority and disadvantaged" children and those of
the middle class. The Childrens' Television Workshop which
produces Sesame Street sought to combine the use of televi-
sion, which has the potential to reach almost as many
children as are in the schools, with specific learning metho-
dologies based on the research of the workshop research
staff. This included "broad research and discussions into
various aspects of the child, television, social, moral,
and affective development, language, math and reading
skills, and derived from the recommendations of early child-
hood educators and child development specialists." The
staff sought to produce a program which would capture and
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hold the attention of young children and teach them academic
concepts and skills at the same time.
The goals of the program were listed in four broad
areas. The first broad category was labeled symbolic
representation. The skills in this category included re-
cognition of such basic symbols as letters, numbers and
geometric forms, and the ability to perform rudimentary
operations with these symbols. The second broad category
was labeled cognitive processes. The skills in this
category included the ability to deal with objects and events
in terms of certain concepts of order, classification and
relationship, the ability to apply certain basic reasoning
skills, and the development of certain attitudes conducive
to effective inquiry and problem solving. The third cate-
gory concerned the physical environment. The goals in this
category included the development of a conception of the
physical world which included general information about
natural phenomena, both near and distant, about certain
processes which occur in nature, about certain interdepen-
dencies which relate various natural phenomena, and about
the ways in which man explores and exploits the natural
world. The fourth category related to the social environ-
ment. The goals in this category included the ability of
the child to identify himself and other familiar individuals
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in terms of role defining characteristics, developing
familiarity With forms and functions of institutions which
the child may encounter, and the capacity to see the neces-
sity for certain social rules, particularly those insuring
justice and fair play.
The evaluations of the Sesame Street program con-
ducted by the Educational Testing Service reveals major
-
successes in achieving those goals with poor and minority
youngsters. Their findings indicated that children who
watched the most learned the most. The amount of learning
that took place increased in relation to the amount of time
the child watched the program. Further, they found that the
skills that received the most time and attention on the
program itself were, with rare exceptions, the skills that
were best learned. In addition to acquiring skills that
were directly and deliberately taught, it appears that
there was some transfer of learning, that some children
learned to do things which were not taught on the program.
Their research also revealed significant gains for a small
group of Spanish speaking children.
Three issues emerge which are particularly relevant
to this study. The first is that the target population of
the Sesame Street program was defined as "poor and minority"
youngsters. The second concerns the research findings which
reported major successes of the program in achieving academic
59
goals with target youngsters. The third issue concerns the
fact that the largest percentage of poor and minority young-
sters, the target population of Sesame Street
,
are increasing-
ly residing in big city areas and attending urban schools.
Thus, there appears a need to examine what those schools
are doing to prepare for maintaining and capitalizing on
the learning skills and academic potential which Sesame
Street graduates bring with them to school, as well as the
altered sets of attitudes and perceptions toward learning
and the process which are fostered by the program.
The second rationale suggests the urgency of the
issue, for it speaks to the seriousness of the potential
consequences of afailure on the part of urban school
systems to respond to the results of the Sesame Street pro-
gram. It begins with the recognition of the disastrously
poor record to date of urban school systems to develop
educational programs which result in superior or even
average academic performance for the majority of their
clients who are minority or poor. The last two decades
has produced countless witness to that failure with des-
criptions ranging from ". . . grim and joyless . . ." to
the polemical "Death at an Early Age." Despite pervasive
witness to the failure, and massive amounts of monies
spent, the most recent reports describe continued failure.
This continuing failure has led to the conclusion that big
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city school systems are both unable and unwilling to change.
As Bernstein suggests, even if school systems knew what to
do to stem the tide of failure and promote academic achieve-
ment, it is unlikely that the suggested changes would be
made on the scale required. This inability and or unwill-
ingness to change has resulted in a profound challenge to
the legitimacy of authority of urban school systems, a
sense that these institutions have forfeited their right
to claim to educate urban youngsters. This crisis is dis-
tinguished from those demands for redistribution of author-
ity, or those which require those in positions of authority
to share the power with others. Further it is beyond the
call to "throw the rascals out" and replace them with others
more knowledgeable, competent, sensitive, empathetic, less
racist, or with correct political ideologies. This crisis
is viewed as a challenge to the legitimacy of the system
itself and suggests that the bureaucracies which shape
urban school systems have lost the right to rule.
Thus, if a program has demonstrated academic succes-
ses with those students in big city school systems which
the system is currently failing to educate in massive pro-
portions, will those systems attempt to adjust and adapt
their programs to capitalize on those learnings? To do so
would lend legitimacy to their claim to continued dom-
inion over the educational process of urban school youngsters.
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Will those school systems have initiated or plan reforms
aimed at utilizing the principles and methodologies devel-
oped and used successfully through Sesame Street
,
or make
other changes in the curriculum or organization of the
learning process to maintain and build on the new learning
capabilities tapped by that program? Have they attempted
to respond to the altered perceptions of the learning
process brought to school by the Sesame Street graduates?
Such failure can be added to the body of data which sup-
ports the challenge to the legitimacy of authority of
those school systems. An analysis of the data collected
in this study will reveal part of the answer to these
questions.
Analysis of the Data
Forty-six questionnaires were mailed to big city
school districts with a population of 200,000 or more.
Thirty-one, or 67.3 percent of those questionnaires were
returned to the investigator. The questionnaire con-
tained nineteen items and sought information in six pri-
mary categories. Three of these categories related directly
to the major research question which sought to determine
what changes had been initiated or planned in urban school
districts in response to the reported successes of the Sesame
Street program, to capitalize on the academic potential
being brought to school for the first time by the new Sesame
Street graduates. Of the thirty-one school districts
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responding to the questionnaire, only one failed to provide
information on a significant number of the questionnaire
items, though some items did ellicit a significant number
of 'no information' responses. The percent responses ranged
from item fourteen in which only one district provided 'no
information' to item three in which twenty districts pro-
vided 'no information.' The school systems included in the
sample were located throughout the country in the east,
south, midwest and farwest.
Demographic Data
Three items in the questionnaire sought demographic
information from school systems. Item eighteen sought to
determine the percentage of the students in the district
who were minority, non-minority and other. Four districts
responding provided 'no information' on this item. They
were Honolulu, Los Angeles, Nashville and Norfolk. Of the
remaining districts who responded to this item, the percen-
tage of minority students in districts ranged from a low of
fourteen percent in Portland, Oregon to a high of ninety
percent in Newark, New Jersey and Washington, D.C. The data
shows a concentration of seven districts in the sixty-one
to seventy percent category as shown in Table 1. These
districts are located primarily in the Midwest, the South,
and the East. Five districts chose not to respond at all.
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TABLE 1
PERCENT MINORITY STUDENTS PER DISTRICT
Responses Districts Total in Category
0 - 10
0
11- 20 Portland
Omaha 2
21- 30 Oklahoma City
Louisville
Toledo
Tulsa
4
31- 40 Columbus 1
41- 50 Indianapolis
Fort Worth 2
51- 60 Dallas
Cleveland 2
61- 70 St. Louis
El Paso
Houston
Birmingham
New York
Philadelphia
Memphis
7
71- 80 Baltimore
Detroit
San Francisco
New Orleans
Cincinnati
5
81- 90 Washington
Newark
Atlanta
3
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TABLE 1-
-Continued
Responses Districts Total in Category
Districts not
Returning
Questionnaire
Chicago
Denver
Long Beach
Orlando
St. Paul
No Response on
This Item
Honolulu
Oakland
Los Angeles
Nashville
Norfolk
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The second highest concentration of districts was in the
71 to 80 percent category with five districts included. Four
districts were in the 21 to 30 percent range, 3 districts
were in the 81 to 90 percent range, and 2 each in the 41 to
50 percent and 11 to 20 percent range respectively. One
district was in the 31 to 40 percent range with no districts
indicating less than 14 percent minority student population.
Item nineteen requested information regarding the
percentage of minority teachers in each of the districts.
Analysis of this data reveals a low of one percent in New
York City to a high of eighty-eight percent in Washington
D.C., as shown in Table 11. In contrast to the reported
percentage of minority students where the largest number
of districts reporting indicated a minority student popula-
tion of 50 percent or higher, the largest number of dis-
tricts reporting indicated 40 percent or less minority
teachers in the district. Only 3 districts reported a per-
centage of minority teachers equal to or approximating
the percentage of minority students in the district. Wash-
ington, D.C. with a reported 90 percent minority students
indicated 88 percent minority teachers. Both Omaha, Nebraska
and Birmingham, Alabama reported an even ratio of minority
students and minority teachers with 20 percent minority
teachers and students in Omaha and 66 percent minority
teachers and students in Birmingham.
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TABLE 11
PERCENT MINORITY TEACHERS IN DISTRICT
Percent District
Totals in
Category
1-10 New York City
Portland, Oregon
2
11-20 Omaha, Nebraska
Louisville, Kentucky
Tulsa, Oklahoma
Atlanta, Georgia
4
21-30 Oklahoma City, Oklahoma
Columbus, Ohio
Toledo, Ohio
San Francisco, California
4
31-40 El Paso, Texas
Dallas, Texas
Philadelphia, Pennsylvania
Fort Worth, Texas
Memphis, Tennessee
5
41-50 Houston, Texas
Newark, New Jersey
Detroit, Michigan
Cleveland, Ohio
Cincinnati, Ohio
5
51-60 Baltimore, Maryland
St. Louis, Missouri
New Orleans, Louisiana
3
61-70 Birmingham, Alabama 1
71-80 0
81-90 Washington, D.C. 1
\
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TABLE 11-
-Continued
Percent District
Totals in
Category
-
No Res-
ponse
Honolulu, Hawaii
Los Angeles, California
Nashville, Tennessee
Oakland, California
Indianapolis, Indiana
Norfolk, Virginia
6
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The greatest contrast in minority teacher/minority
student ratio was in Atlanta, Georgia as shown in Table
HI* Atlanta reported 20 percent minority teachers with
86 percent minority students. A total of 8 systems re-
porting indicated 50 percent or more minority teachers while
the great majority indicated less than 50 percent minority
teachers. In contrast, 18 of 25 districts responding to
this item indicated 50 percent or more minority students.
A ranking of school districts responding to this item
according to percentage of minority students in provided
in Table IV.
Viewing Patterns
A second category of items requested information
from school districts on the extent to which their students
watch the Sesame Street program. Nine districts did not
respond to item one. Of the remaining 22 districts, 11
or 50 percent indicated that up to 30 percent of their
students watch the program, 9 or 40.9 percent indicated that
30 to 60 percent watch the program, and 2 or 9 percent
indicated that 60 to 90 percent of the students view the
program. This data is presented in Table V.
The information presented on viewing patterns of
students in the districts showed little correlation with
percent minority students in the districts. Of the 8 districts
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Range
Even
5 point
or less
differ
6-10
point
differ
11-20
point
differ
21-30
point
differ
31-40
41-50
point
differ
51-60
61-70
TABLE III
A COMPARISON OF THE PERCENT MINORITY STUDENTS/
MINORITY TEACHERS '
District Student Teacher Difference
Birmingham 66 66 0
0
Omaha 20 20
Oklahoma City 30 25 c
Washington, D.C. 90 88
D
2
Louisville 23 16 7
Portland 14 8
/
ft
Toledo 30 23 7Tulsa 24 16 8
Houston 64 43 21New Orleans 79 60 1 9
Fort Worth 50 38 12
Baltimore 80 62 18
Dallas 58 46 12
Cleveland 58 46 12
St. Louis 70 51 19
Columbus 33 21 12
El Paso 64 34 30
Memphis 70 40 30
Detroit 75 50 25
Norfolk 80 50 30
Philadelphia 65 40 25
Newark
(Districts not re-
porting are Oakland,
Nashville, Los An-
geles, Indianapolis,
Norfolk, Honolulu)
90 50 40
San Francisco 75 29 46
New York City 67 10 57
Atlanta 86 20 66
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TABLE IV
RANK OF SCHOOL DISTRICTS BY PERCENT
MINORITY TEACHERS
Rank District Percent
1 Washington 88
2 Birmingham 66
3 New Orleans 60
3 Baltimore 60
4 St. Louis 51
5 Newark 50
5 Cincinnati 50
5 Detroit 50
6 Cleveland 46
7 Houston 43
8 Memphis 40
8 Philadelphia 40
9 Dallas 39
10 Fort Worth 38
11 El Paso 34
12 San Francisco 29
13 Oklahoma City 25
14 Toledo 23
15 Columbus 21
16 Atlanta 20
16 Omaha 20
17 Tulsa 16
17 Louisville 16
18 New York 10
19 Portland 8
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TABLE V
PERCENT STUDENTS WHO VIEW SESAME STREET
Percent District
0-30 Birmingham, Alabama
Baltimore, Maryland
New York City
Los Angeles, California
Nashville, Tennessee
Philadelphia, Pennsylvania
Dallas, Texas
Washington, D.C.
Memphis, Tennessee
Indianapolis, Indiana
Cincinnati, Ohio
30-60 Newark, New Jersey
Oakland, California
New Orleans, Louisiana
Houston, Texas
Portland, Oregon
Atlanta, Georgia
Cleveland, Ohio
Fort Worth, Texas
Toledo, Ohio
60-90 Detroit, Michigan
Honolulu, Hawaii
Districts Not
Responding
:
Oklahoma City, Oklahoma
Louisville, Kentucky
El Paso, Texas
San Francisco, California
Norfolk, Virginia
Tulsa, Oklahoma
St. Louis, Missouri
Columbus, Ohio
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reporting on minority student population of over 70 percent,
1 district indicated that 60 percent or more of the student
view the program and 2 indicated that up to 30 percent of
the students view the program. A comparison of percent
students viewing the program with percent minority students
in districts reporting is presented in Table VI. One dis-
trict with over 70 percent minority student population
did not provide information on percentage of students view-
ing the program.
The second item was closely related to the first,
and sought information relative to whether or not students
view the program in school, at home or in nursery school.
Five districts provided no response to this item. Seven-
teen or 65 percent of the remaining 26 districts responding
indicated that students view the program at home, 16 or
62 percent indicated that students view the program in
kindergarten and 9 or 18 percent of those responding indi-
cated that students view the program in nursery school.
Five districts (19.2 percent) indicated that students view
the program at home, in nursery school and in the kindergarten.
One or 3.8 percent indicated that students watch the program
at home and in nursery school. Four or 15 percent indicated
that students view the program at home and in kindergarten
and 2 indicated viewing in kindergarten and nursery school.
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TABLE VI
PERCENT STUDENTS WHO VIEW SESAME STREET
0 - 30
30 - 60
60 - 90
No Information
District % Minority
Birmingham 66
Baltimore 80
New York City 67
Los Angeles NA
Cincinnati 80
Nashville NA
Philadelphia 65
Dallas 58
Washington, D.C. 90
Memphis 70
Indianapolis 43
Newark 90
Oakland NA
New Orleans 79
Houston 64
Portland 14
Atlanta 86
Cleveland 58
Fort Worth 50
Toledo 30
Detroit 75
Honolulu NA
Oklahoma City 30
Omaha 20
Louisville 23
El Paso 64
San Francisco 75
Norfolk NA
Tulsa 24
St. Louis 70
Columbus 33
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Seven districts, or 26 percent, reported viewing the program
at home exclusively, seven (26 percent) indicated kinder-
garten only and one indicated nursery only. A summary of
this data is presented in Table VII.
The In- School Performance of Sesame Street Viewers
The third category included items to solicit in-
formation on the m- school performance of students who are
regular Sesame Street viewers. Specifically, these items
requested information on scores on math tests, verbal
tests and social skills. Ten of the districts reported that
students who are regular viewers of Sesame Street score
higher on verbal tests, one responded no and 19 provided
no answer. On the question of math scores, 10 districts in-
dicated that they did not and 11 answered "unknown,” or had
no information. On the question of social skills, 18 dis-
tricts had no information, 10 responded yes and 3 responded
no. A composite of these responses is represented in
Table VIII.
On each of the items in this category, the majority
of those districts which returned the questionnaire and
provided information for these items also indicated that
students who are regular Sesame Street viewers score higher.
The overall picture which emerges, however, is one of
absence of information in the districts on how well Sesame
Street viewers perform in school, and if there are differ-
ences in performance between Sesame Street viewers, non-
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TABLE VIII
IN-SCHOOL PERFORMANCE OF SESAME STREET VIEWERSAS REPORTED BY SCHOOL DISTRICTS
Higher
Math
Scores
Oakland
Atlanta
Philadelphia
El Paso
Houston
Ft. Worth
Baltimore
Omaha
New York City
Memphis
Columbus
Oklahoma City
Louisville
Washington
Newark
Indianpolis
Nashville
Cincinnati
Tulsa
St. Louis
Higher
Verbal
Scores
Higher
Social
Elpaso Newark
Ft. Worth Oakland
Washington Atlanta
New York City El Paso
Memphis Houston
Oakland Ft. Worth
Indianapolis Baltimore
Atlanta Omaha
Cincinnati New York City
Philadelphia Memphis
Newark Washington
Indianapolis
Cincinnat
Districts Not Reporting
Honolulu Honolulu Honolulu
Birmingham Oklahoma City Oklahoma City
New Orleans Louisville Louisville
Dallas Houston Birmingham
Toledo Birmingham Dallas
Portland Baltimore Toledo
Los Angeles Dallas Portland
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TABLE VIII-
- Continued
Higher
Math
Scores
Higher
Verbal
Scores
i
Higher
Social
Skills
Districts Not Reporting
—
i
—
-
Detroit
San Francisco
Norfolk
Cleveland
Toledo
Portland
Omaha
Los Angeles
Detroit
San Francisco
Nashville
Norfolk
Tulsa
Cleveland
Columbus
St. Louis
New Orleans
Los Angeles
Detroit
San Francisco
Nashville
Norfolk
Tulsa
Cleveland
St. Louis
Philadelphia
Columbus
New Orleans
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Sesame Street viewers, or previous groups of students.
Impact o f Sesame Street on the Tnct rnrrinnsi
Program ot the Districts —
The fourth category included items to solicit infor-
mation on the use of Sesame Street
, Sesame Street materials,
or approaches to teaching and learning modeled after those
used on the program. These included items 6 through 11.
Item 6: Does the school system encourage Sesame
Street approaches to teaching?
Item 7: Do the schools integrate the Sesame Street
program into the daily curriculum?
I tern 8. Do teachers watch Sesame Street programs
along with their students?
Item 9: Do teachers integrate Sesame Street type
instructions into the daily curriculum?
Item 10: Do teachers use Sesame Street materials
developed by the Department of Health.
Education and Welfare?
Item 11: Do teachers have the opportunity to use
Sesame Street materials developed by
private sources?
On item six regarding whether or not the district
encourages Sesame Street approaches to teaching and learn-
ing, 16 or 51.6 percent of the districts responded 'yes,'
8 or 25.8 percent responded 'no,' and 7 or 22.5 percent
provided no information as shown in Table IX. Of those
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TABLE IX
SUMMARY OF RESPONSES TO ITEM SIX: DOES THESCHOOL SYSTEM ENCOURAGE SESAME STREET
APPROACHES TO TEACHING
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
El Paso
Houston
Birmingham Honolulu
Dallas Oklahoma City
LouisvilleFort Worth WashingtonBaltimore Newark Los Angeles
Toledo Indianapolis Tulsa
Portland Nashville St. Louis
Omaha Cincinnati New Orleans
New York City
Memphis
Oakland
Detroit
San Francisco
Philadelphia
Atlanta
Norfolk
Cleveland
Columbus
Total 16 8 7
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districts responding 'yes' to this item, 8 reported that
—
same
^!reet viewers have higher math scores, 6 said
students have higher verbal scores, and 9 reported that
students have higher social skills. Of the 8 respondents
which indicated that the district did not encourage Sesame
Street approaches to teaching and learning, 1 indicated
that students score higher on math tests, 3 reported that
students score higher on verbal tests, and 1 indicated that
students have higher social skills. Further, of the dis-
tricts responding 'yes’ to this item, seven responded posi-
tively to the question of teachers integrating Sesame Street
type instructions into the regular curriculum, 10 responded
positively to the question of teachers viewing the program
along with their students, 6 indicated positive responses
to the question of teachers integrating Sesame Street type
instructions into the regular curriculum, 8 responded that
teachers use Sesame Street materials developed by DHEW,
and 10 indicated that teachers have the opportunity to use
Sesame Street materials developed by private sources.
The next item in this category sought to determine
how many districts have attempted to integrate the Sesame
Street program into the daily curriculum of the schools.
Eight of the districts responding indicated that efforts
had been made to integrate the program into the daily cur-
riculum, 13 indicated 'no,' and 9 provided no information.
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A list of districts responding in the
-yes,'
-no,’ and
'no information' category is presented in Table X.
Though 16 districts indicated that Sesame Street
approaches to teaching were encouraged in the district,
only 10 indicated that the Sesame Street program itself had
been integrated into the daily curriculum, with 3 of these
being districts which had responded 'no' to the question
of encouraging Sesame Street approaches to teaching. In
addition, 5 of the districts which responded 'no' on this
item also responded 'no' to the question of encouraging
Sesame Street approaches to teaching. These were Dallas,
Nashville, Cincinnati, Philadelphia, and Washington, D.C.
Some discrepancy appears in responses to this item
when compared with the analysis of item eight which requested
data on whether or not teachers watch Sesame Street along
with their students. A summary of responses to item
eight is shown in Table XI. While only 10 districts indi-
cated that the Sesame Street program was incorporated into
the daily curriculum, 18 indicated that teachers watch
the program along with their students, or 8 more than in-
dicated that the program was integrated into the curricu-
lum. Three were districts who provided no information on
percent students who view Sesame Street . Four of the dis-
tricts responding 'yes' to this item also responded 'yes'
to the question of teachers integrating Sesame Street type
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TABLE X
SUMMARY OF RESPONSES TO ITEM SEVEN • DO THFSCHOOLS INTEGRATE THE SESAME STREET
PROGRAM INTO THE DAILY CURRICULUM?
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Fort Worth
Birmingham
Portland
Omaha
New York City
Memphis
Newark
San Francisco
Atlanta
New Orleans
Oklahoma City
Louisville
Baltimore
Dallas
Washington
Oakland
Detroit
Nashville
Norfolk
Cincinnati
Tulsa
Philadelphia
Columbus
Honolulu
El Paso
Houston
Toledo
Los Angeles
Indianapolis
Cleveland
St. Louis
Total 10 13 8
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TABLE XI
SUMMARY OF RESPONSES TO ITEM EIGHT: DO TEACHERSWATCH SESAME STREET PROGRAMS ALONG WITH
THEIR STUDENTS
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Honolulu Oklahoma City El Paso
Louisville Baltimore Houston
Fort Worth Oakland Los Angeles
Birmingham Nashville
Dallas Norfolk
Toledo Cincinnati
Washington Tulsa
Portland St. Louis
Omaha
New York City
Memphis
Newark
Indianapolis
San Francisco
Atlanta
Cleveland
Columbus
New Orleans
Philadelphia
Total 18 9 3
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instructional materials into the regular curriculum. Nine
districts responded 'no’ to this item and three provided
no information. Of the 18 'yes' respondents to this item,
5 indicated that students have higher math scores, 6 indi-
cated that students have higher verbal scores, and 6 indica-
ted that students have higher social skills. Of the 9 ’no’
respondents to this item, 2 indicated that students have
higher math scores, 3 indicated that students have higher
verbal scores, and 2 indicated that students have higher
social skills. Sixteen of the 18 districts responding
’yes' to this item also responded ’yes' to the question of
teachers integrating Sesame Street type instructions into
the regular curriculum. One of the ’yes' respondents to
this item provided no information on teachers integrating
Sesame Street type instructions into the regular curricu-
lum, and one of the 'yes’ respondents indicated that teach-
ers did not integrate Sesame Street type instructions into
the regular curriculum of the schools. Eight of the ’yes'
respondents to item eight indicated that teachers use Sesame
Street materials developed by DHEW, 6 responded 'no', and
4 provided no information. Eleven of the ’yes' respondents
to item eight also responded 'yes' to the item regarding
teachers having the opportunity to use Sesame Street
materials developed by private sources, and 7 of the 'yes'
respondents to item eight responded ’no' on the item
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regarding teachers having the opportunity to use Sesame
~
ree
-
ma*erials developed by private sources.
Item nine sought to determine whether or not tea-
chers integrate Sesame Street type instructions into the
regular curriculum. This item was viewed as being of par-
ticular importance because it was felt that, beyond the
factor of using the television as a medium for teaching
academic skills to young children, that the specific
methodologies and teaching strategies employed by the pro-
gram were significant factors contributing to the success
of the program and the degree to which the program could
impact on the academic achievement levels of youngsters
who are regular viewers.
Some of the characteristics of Sesame Street approa-
ches to teaching and learning were discussed in Chapter
One. These included the treatment of each learning objective
separately, with specific strategies developed for each
individual objective. In the development of each instruc-
tional objective, performance criteria are stated in be-
havorial terms, learner characteristics are analyzed for
each objective, considering potential postive and negative
transfer effects for each instructional strategy. Further,
the complete sequence of the instructional presentation
for each objective is thoroughly analyzed. Other features
include a rapid and lively pacing of materials and diversity in
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character, content and style. A variety of speech forms
are utilized on the program, including some dialect and
informal street language.
—
-
Same
-
t
-
reet utilizes strategies which recognize
that students learn from format as well as content, and
modeling is used extensively. The responsibility for the
effectiveness of the teaching strategies is assumed by the
program rather than placing the blame for ineffectiveness
on some presumed deficiencies in the learner. This atti-
tude is reflected in program materials. The combination
of these factors results in a radically different approach
to the teaching and learning styles characteristic of most
urban classrooms where, if students fail to achieve, that
failure is ascribed to the learner rather than examining
the methodologies being used for the locale of the problem.
That learning can be fun, interesting, involving and rele-
vant to the learner may very well be attitudes developed by
Sesame Street viewers. Such perceptions of the learning
process could cause serious problems for youngsters who
enter schools to find that certain language styles are
denigrated and found totally unacceptable by the school,
that the pace is slow and monotonous, that the content is
too often foreign to them, and where failure to achieve is
viewed as stemming from deficiencies in the learner him/
herself.
On this item, 20 or 64.5 percent of the districts
87
responded
-yes,' 7 or 22.5 percent responded 'no,' and 4 or
12.9 percent provided no information. Of the 20 districts
responding 'yes' to this item, 10 of these also indicated
that the Sesame
_Street program was integrated into the daily
curriculum of the school as shown in Table XII. Nine of
the 20 districts indicated that teachers use Sesame Street
materials developed by DHEW and 9 of these indicated that
teachers have the opportunity to use Sesame Street materials
developed by private sources.
Nine of the 20 districts indicated that teachers
did not use Sesame Street materials developed by DHEW and
8 districts responded 'no' on the question of teachers
having the opportunity to use Sesame Street materials devel-
oped by private sources. Further, 6 of these districts in-
dicated that the program was not integrated into the daily
curriculum. Thus it is unclear what information is being
conveyed by the 20 districts which responded ’yes' regard-
ing teachers integrating Sesame Street type instructions
into the regular curriculum of the classroom. If the pro-
gram itself is not used in the classroom, or materials
developed by other sources, then what approaches being
utilized by teachers in schools as Sesame Street type in-
structional materials is left unanswered.
On item ten, do teachers use Sesame Street materials
developed by DHEW, 9 districts responded 'yes, 13 responded
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TABLE XII
SUMMARY OF RESPONSES TO ITEM NINE: DO TEACHERSINTEGRATE SESAME STREET TYPE INSTRUCTIONS
INTO THE REGULAR CURRICULUM
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Newark
Oakland
Indianapolis
Detroit
San Francisco
Atlanta
Cincinnati
Cleveland
Columbus
New Orleans
Honolulu
Fort Worth
Birmingham
Baltimore
Toledo
Washington
Portland
Omaha
New York City
Memphis
Nashville
Norfolk
St. Louis
Philadelphia
El Paso
Houston
Dallas
Los Angeles
Tulsa
Oklahoma City
Louisville
Total 20 7 4
89
'no' and 9 provided no information as shown in Table XIII.
Six of these districts indicated that Sesame Street viewers
have higher math scores, 6 indicated that viewers in their
districts have higher verbal scores, and 5 indicated that
students have increased social skills. The largest per-
centage of districts providing information on this item
were those responding 'no.' One of these districts indi-
cated that students have higher math scores, and 3 reported
that students have higher verbal scores, while 4 indicated
that students have increased social skills. Six of the
'yes’ respondents to this item also indicated that the
schools integrate the Sesame Street program into the daily
curriculum of the schools while one indicated that they
did not.
All of the 'yes' respondents indicated that teachers
integrate Sesame Street type instructions into the regular
curriculum. Seven of the districts which indicated that
teachers use Sesame Street materials developed by DHEW
also indicated that teachers use materials developed by
private sources, while one of these indicated that teachers
did not use materials developed by private sources, and one
provided no information. Nine districts indicated that
teachers did not use materials developed by the DHEW or
those developed by private sources. Six of the districts
which indicated that teachers use neither DHEW developed
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TABLE XIII
SUMMARY OF RESPONSES TO ITEM TEN: DO TEACHERS
USE SESAME STREET MATERIALS DEVELOPED BY HEW
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Oakland Newark Los Angeles
Atlanta Indianapolis St. Louis
Cleveland Detroit Oklahoma City
Fort Worth San Francisco Louisville
Washington Nashville El Paso
Portland Norfolk Houston
Omaha Cincinnati Birmingham
New York City Tulsa Dallas
Memphis Philadelphia
Columbus
New Orleans
Honolulu
Baltimore
Toledo
Total 9 13 9
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materials nor those developed by private sources responded
'yes' to the question of integrating Sesame Street type
instructions into the curriculum.
The final item in this category sought information
on the extent to which teachers have access to Sesame
Street materials developed by private sources. The term
private source was meant to include those materials pro-
duced and distributed by the Children’s Television Workshop,
materials developed by curriculum planners in the district
as well as other sources. Analysis of this data, shown in
Table XIV, reveals that 15 districts indicated 'yes,' 12
indicated that teachers did not have the opportunity to use
materials developed by private sources, and 4 provided no
information. The large percentage of districts (38.7)
indicating that teachers did not have the opportunity to
use Sesame Street materials developed by private sources is
in contrast to the large percentage of districts (64.5)
which indicated that teachers integrate Sesame Street
type instructions into the regular curriculum. Six of the
’yes' respondents to this item also responded 'yes' to the
item on schools integrating the Sesame Street program into
the daily curriculum and 4 of the 'yes' respondents on this
item responded 'no' on the schools integrating the Sesame
Street program into the curriculum. Six of the districts
responded 'no' to both items.
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TABLE XIV
SUMMARY OF RESPONSES TO ITEM ELEVEN: DO TEACHERSHAVE THE OPPORTUNITY TO USE SESAME STREET
MATERIALS DEVELOPED BY PRIVATE SOURCES
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Louisville Honolulu Oklahoma CityEl Paso Fort Worth Detroit
Houston Baltimore St. Louis
Birmingham Dallas Portland
Toledo Memphis
Washington Newark
Portland Indianapolis
Omaha Nashville
New York City Norfolk
Los Angeles Cincinnati
San Francisco Tulsa
Atlanta
Cleveland
Philadelphia
Columbus
New Orleans
Total 15 12 3
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The Devel opment of Sesame Street Type Materials
in the Districts
The fifth category of the questionnaire contained
items to solicit information on the allocation of funds in
each of the districts for the development of Sesame Street
type learning materials. This included both the use of
federal funds and allocations in the district budget. Only
two of the districts indicated that federal funds were
received for exploratory programs for Sesame Street type
projects. Twenty-seven districts responded ’no’ and one
provided no information. Eleven of the respondents in-
dicated that the school system allocates funds for the de-
velopment of Sesame Street type learning materials, while
4 indicated that the school system does not allocate funds
for this purpose. Five districts provided no information.
A summary of these responses is provided in Tables XV and
XVI.
Two districts indicated that federal funds were
received for the development of Sesame Street type pro-
grams and 11 reported that school system monies were allo-
cated to the development of Sesame Street type learning
materials. Twenty districts reported that teachers did
integrate Sesame Street type instructions into the regular
curriculum. Two of the districts which reported that
system funds were allocated for the development of Sesame
Street type learning materials indicated that teachers did
not integrate Sesame Street type instructions into the
94
TABLE XV
SUMMARY OF RESPONSES TO ITEM TWELVE: DOES THFSCHOOL SYSTEM RECEIVE FEDERAL FUNDING FOREXPLORATORY PROGRAMS FOR SESAME STREET
TYPE PROJECTS
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
New York City Honolulu Nashvil leColumbus Oklahoma City
Louisville
El Paso
Houston
Fort Worth
Birmingham
Baltimore
Dallas
Toledo
Washington
Portland
Omaha
Memphis
Newark
Los Angels
Indianapolis
Detroit
San Francisco
Atlanta
Norfolk
Cincinnati
Tulsa
Cleveland
St. Louis
Philadelphia
New Orleans
Oakland
Total 2 27 2
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TABLE XVI
SUMMARY OF RESPONSES TO ITEM THTRTFFN- nnpc tuCSCHOOL SYSTEM ALLOCATE FUNDS TO TOE DEVELOPMENTOF SESAME STREET TYPE LEARNING MATERU^S
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
El Paso
Baltimore
Dallas
Toledo
Washington
Portland
Omaha
New York City
Atlanta
Columbus
New Orleans
Honolulu
Oklahoma
Houston
Fort Worth
Memphis
Newark
Los Angeles
Indianapolis
Detroit
San Francisco
Cincinnati
Tulsa
St. Louis
Philadelphia
Louisville
Birmingham
Oakland
Nashville
Norfolk
Cleveland
Total 11 14 6
96
regular curriculum Eight of the districts which indicated
that the system allocated no funds for the development of
Sesame Street type learning materials also indicated that
teachers did not use materials developed by DHEW, and 7 of
these indicated that teachers did not use Sesame Street
materials developed by private sources. If system funds
are not allocated to the development of Sesame Street type
learning materials and no federal funds are received for
that purpose and teachers do not use materials developed
by DHEW or other sources, again, it is unclear what mater-
ials being utilized by teachers are being viewed as Sesame
Street type materials.
Twenty-eight of the districts indicated that the
school system has regular evaluations of audio visual
curricular materials, one responded ’no' and two provided
no information as shown in Table XVII.
The next item sought information on in-service
training for teachers in the use of Sesame Street type
instructional materials and methodologies. Two-thirds,
or 20 of the districts, responded 'no,' 6 responded 'yes'
and 5 provided no information. This data is presented
in Table XVIII. Again, these resources are in contrast
to the twenty districts which indicated that teachers
integrate Sesame Street type instructions into regular
curriculum. This raises a question regarding which
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TABLE XVII
SUMMARY 0F RESPONSES TO ITEM FOURTEEN: DOES THESCHOOL SYSTEM HAVE REGULAR EVALUATIONS OFAUDIO VISUAL CURRICULUM MATERIALS
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Cleveland
St. Louis
Philadelphia
Columbus
New Orleans
Honolulu
Louisville
El Paso
Houston
Fort Worth
Birmingham
Baltimore
Dallas
Toledo
Washington
Portland
Omaha
Oklahoma City Oakland
Los Angeles
New York City
Memphis
Newark
Indianapolis
Detroit
San Francisco
Atlanta
Nashville
Norfolk
Cincinnati
Tulsa
Total 28 1 2
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TABLE XVIII
SUMMARY OF RESPONSES TO ITEM FIFTEEN: DOES THFSCHOOL SYSTEM PROVIDE TRAINING FOR TEACHERSTO DO SESAME STREET TYPE INSTRUCTION?
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
Baltimore
Dallas
Omaha
New York City
Memphis
Atlanta
Honolulu
Oklahoma City
El Paso
Houston
Birmingham
Toledo
Washington
Portland
Newark
Los Angeles
Indianapolis
Detroit
San Francisco
Nashville
Norfolk
Cincinnati
Tulsa
St. Louis
Philadelphia
New Orleans
Louisville
Fort Worth
Oakland
Cleveland
Columbus
Total 6 20 5
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instructional materials and strategies are regarded as
Sesmne Street type materials by the district, if teachers
are neither using materials developed in the district, those
developed by other sources, nor are they being trained in
the use of Se same Street type materials and methodologies.
The final category sought information on the use
of the Se same Street program to teach English to Spanish
or other non-English speaking students. A summary of
responses is provided in Tables IX and XX. Four districts
indicated that the program was used to teach English to
Spanish-speaking and other non-English speaking children.
Nineteen and 22 responded 'no,' and 8 and 5 provided 'no
information.
’
In addition to returning the questionnaire, a
number of districts shared some comments supplementing
their responses to the questionnaire. Several districts
indicated that the questionnaire was not entirely completed
because of insufficient information to answer the questions.
The official responding suggested that in order to obtain
answers to the questions on the instrument, a survey of the
teaching staff would have to be completed by the district.
Another respondent indicated that facilities were not
available to present televised programs in the schools. He
suggested that were such facilities available, the Sesame
Street program would be incorporated into the curriculum of
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TABLE XIX
SUMMARY OF RESPONSES TO ITEM SIXTEEN: IS SESAMESTREET USED TO TEACH ENGLISH TO SPANISH
SPEAKING STUDENTS
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
New York City
Los Angeles
Atlanta
New Orleans
Honolulu
Louisville
El Paso
Birmingham
Baltimore
Dallas
Toledo
Washington
Portaland
Omaha
Newark
Indianapolis
Nashville
Norfolk
Cincinnati
Tulsa
S.t Louis
Philadelphia
Columbus
Oklahoma City
Houston
Fort Worth
Memphis
Oakland
Detroit
San Francisco
Cleveland
Total 4 19 8
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TABLE XX
SUMMARY OF RESPONSES TO ITEM SEVENTEEN: IS SESAMESTREET USED TO TEACH ENGLISH TO OTHER FOREIGN
SPEAKING STUDENTS
Districts
Responding
Yes
Districts
Responding
No
Districts
Providing No
Information
New York City Louisville Honolulu
Los Angeles El Paso Oklahoma City
Atlanta Houston Dallas
New Orleans Fort Worth Oakland
Birmingham
Toledo
Baltimore
Washington
Portland
Omaha
Memphis
Newark
Indianapolis
San Francisco
Nashville
Norfolk
Cincinnati
Tulsa
Cleveland
St. Louis
Philadelphia
Detroit
Columbus
Total 4 22 5
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the schools, adding that "the basic learning concepts
incorporated in this production would complement the overall
instruction presented in both kindergarten and first grade.
A third respondent indicated that the influence of
Sesame Street on learning in schools had not been formally
tested, consequently, sufficient information was not avail-
able to fully respond to the questionnaire. One respondent
indicated that though many children watch Sesame Street at
home, no effort had been made to incorporate the program
into the instructional program of the district. Most of the
districts providing information beyond that requested on
the questionnaire indicated lack of research and available
information on the influence of Sesame Street
,
or the use
of the program as part of the instructional services offered
by the district.
One district official went further to indicate that
the Advisory Committee on In- School Programming recommended
scheduling Sesame Street at 8:00 a.m. "because we feel that
too many teachers are tempted to use the programming as a
babysitting service." This official indicated that it was
felt in his district that "an hour of this programming, five
days a week, is entirely too excessive for any child who
is in a classroom environment." Only one district providing
supplementary comments indicated that the program was used
in some classrooms in the district. This official stressed
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that the program is used as a supportive and supplementary
tool and not as a "teaching device." Much more use was made
of the related teaching materials according to this district
official
.
Summary
This chapter has provided an analysis of data
collected using a twenty item questionnaire designed to
solicit information from big city school systems on the
impact of the Sesame Street program on the teaching and
learning process within the school system. Specifically,
the questionnaire sought information on the academic per-
formance of youngsters in certain areas who were regular
Sesame Street viewers as compared with non-viewers, the
use of the Sesame Street program, and Sesame Street type
learning materials and instructional strategies in class-
rooms in the district; and at attempts being made in the
district to develop Sesame Street type programs and teaching
materials. Further data was sought regarding the demo-
graphic make-up of the teacher and student population in
the district.
Thirty-one of the forty- six questions were returned
to the investigator. Analysis of the data revealed a
range of minority students in the districts responding from
a low of fourteen percent to a high of ninety percent. The
percent of minority teachers in districts responding ranged
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from one percent to eighty-eight percent. Only two of
the districts reported a percentage of minority teachers
equal to the percentage of minority students. On viewing
patterns of the program in the districts, it was found that
in eleven of the districts, up to thirty percent of the
students view the program, up to sixty percent of the
students view the program in two of the school districts
responding. The data on the use of the program in school
was considerably mixed, with sixteen districts reporting
that students view the program in the kindergarten program.
A substantial percentage of the school districts
had no information on the learning performance of students
in schools. Of those districts which had information, ten
reported that students who are regular viewers of Sesame
Street score higher on verbal tests, ten reported that
students score higher on math tests, and ten indicated that
students have higher social skills. Sixteen of the dis-
tricts indicated that Sesame Street approaches to learning
and teaching were encouraged in the district, and ten
reported that attempts had been made to integrate the Sesame
Street program into the daily curriculum. Eighteen districts
however reported that teachers view the Sesame Street
program along with their students. Twenty districts indicated
that Sesame Street type instructions are integrated into
the regular curriculum.
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Several discrepancies were noted in the analysis
of the data provided by the districts responding. One con-
cerned the report that in eighteen of the districts, teach-
ers view the Sesame Street program along with their students
while only ten reported that the program has been integrated
into the daily curriculum. A second question was raised re-
garding the analysis which revealed that while twenty dis-
tricts indicated that teachers integrated Sesame Street type
instructions into the curriculum, only ten of these were
districts which reported the use of the Sesame Street pro-
gram, and only nine indicated that teachers use program mat-
erials developed by DHEW or private sources. The question
centered on what materials were being viewed by the system
as being Sesame Street type materials in use in the class-
room if the program itself is not being utilized, and
materials developed by DHEW or other sources including the
Children's Television Workshop which produces the program
and related materials were not used. This question was ex-
tended to the analysis of the data which revealed that only
two districts reported receiving federal funds for the de-
velopment of Sesame Street type learning materials and eleven
reported the allocation of district funds for the development
of Sesame Street type learning materials. The analysis
also revealed that only four districts utilize the program
to teach English to non-English speaking children.
Several districts provided comments in addition to
lOo
the questionnaire. It wa? nr,+ as noted that the prevailing
pattern was an absence of research and data in the districts
regarding the impact of the Ses» street program on the
earning perforate of viewers in the district, coupied
wrth the lack of capability of the district to use the pro-
gram even if it were thought that it could effectively sup-
plement the curriculum and the teaching learning process.
)
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
Study Summation
This dissertation sought to examine current reform
efforts which have been initiated in urban schools as a
result of the popular early childhood television program,
Sesame Street . System administrators in forty-six urban
school systems with populations of two hundred thousand or
more were asked to respond to a twenty- item questionnaire
with six major categories. These categories sought infor-
mation on the demography of students and teachers in the
district; viewing patterns of students in the district; the
impact of the program on the learning performance of stu-
dents who were regular viewers of the program; efforts
being made to integrate the program and instructional
materials and teaching methodologies similar in nature to
those utilized on the program; efforts in the district to
develp programs and instructional materials similar in
nature and design to those used on Sesame Street and to
train teachers in the use of those programs and materials;
and finally, to ascertain the use of the program as a de-
vice to teach English to non-English speaking students in
the district.
The need for the study was couched in the realization
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that urban school systems are continuing to fail to
provide instructional programs which result in superior or
even average academic performance of minority youngsters.
This record of failure is massive and continues to grow.
A variety of theories have been forwarded to explain that
failure and a number of remedies proposed. The theories
attempting to explain the failure have ranged from notions
blaming the children for the failure, suggesting that they
were culturally deprived, possessing cognitive deficits
and even genetically inferior, to a variety of notions which
look to the system for the causes of the failure.
Some of these theories have suggested that schools
are using a curriculum and teaching methodologies developed
to serve the needs of a middle class white clientele, which
are inadequate to serve the needs of minority children and
those coming from lower social -economic groups. Some
of the theories examine the massive bureaucracies which
urban school systems have become and suggest that a kind
of bureaucratic arteriosclerosis prevents the effective
communication within the system which could result in the
development of strategies and allocation of resources for
implementation of strategies which could effectively
stem the tideof failure. Still others look at decision
making procedures and the distribution of power within
urban school systems, and have suggested that the problem
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lies in the fact that those holding key positions of power
and influence are too far removed from the people they seek
to serve in both position and ideology. Another point onthat
continuum consist of those who hold that the system is fun-
damentally and irreparably racist and that the failure
characterizing minority and poor children in urban schools
today is part of the design of the system. The end point
of that spectrum includes those who would call for the total
destruction of that system.
Recommendations for changes have ranged from the
development of programs designed to change the child to
fit the current mold of the school and to compensate for
presumed deficits in the experiences and character of the
child, to efforts to change the curriculum of the schools
to make it less racist in orientation and more inclusive of
content and experiences which relate to the background of
the child. Others have called for a redistribution of
power away from central repositories and to local or decen-
tralized boards which are presumed to be closer to the
people, thus allowing for and perhaps facilitating greater
access to decision-making by those most vitally concerned.
Still further on that same continuum are those who contend
that only those holding politically "correct” ideologies
are suited to wield power in urban school systems, for
only they have the needed experiences and sensitivities
necessary to making decisions which have potential for
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resulting in improved academic performance of minority and poor
youngsters
.
This study did not seek to examine the causes of
the failure or the adequacy of proposed solutions. It takes
as a starting point the recognition that the continuing
failure of urban school systems to educate minority youngsters
has resulted in a challenge to the legitimacy of authority
of urban school systems which constitutes a crisis of major
proportions. This challenge to legitimacy of authority of
the urban school system does not seek to determine if the
failure of the system to educate the children of poor and
minority parents is willful or not, rather it maintains
that a system which does not demonstrate effectiveness,
forfeits the rights to legitimate authority. Claus Mueller
suggests that "challenges to governmental systems which
question their legitimacy are most damaging." 1
Chapter Two of the dissertation analyzes this
challenge to the legitimacy of authority of the urban
school system. It noted that government, and by extension,
agencies which govern, operate on the trust which the
governed credit it. Citizens are willing to endure frustra-
ted aspirations and shortcomings of the system as long as a
^Claus Mueller, The Politics of Communication
,
(New
York: Oxford University Press
,
1973)
,
pi 129
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belief in the legitimacy of the system prevails. Seymour
Martin Lipset's definition of legitimacy, M the capacity of
the system to engender and maintain the belief that the
existing political institutions are the most appropriate
ones for society," provided part of the basis for this
analysis. Weber's delineation of three types of legiti-
mate rule was also considered, with the legal-rational rule
of the bureaucracy seen as being particularly applicable
to urban school systems. It was noted that individuals
attribute legitimacy to the authority of systems as long as
those systems appear to work for them or their group.
Thus a key test for legitimacy is demonstrated effectiveness
for the individual and members of one's group. ^ It was
further noted that minority and poor parents may be viewed
as a solidary group because of the commonality of their
circumstances vis-a-vis urban school systems and the recog-
nition that the decisions made by the system will effect
them individually because of their membership in the group. 5
?
Lipset, The First New Nation
,
p. 45.
3Weber, "Three Types of Legitimate Rule," p. 42.
^ Fecks’, "Protest or Conform," p. 127.
5Gamson, Power and Discontent
,
p. 53.
The failure of the system to demonstrate effectiveness in
the educational performance of children of this group con-
stitutes the basis for the challenge to the legitimacy of
authority of the system.
The Sesame Street program was selected for examin-
ation because of its demonstrated effectiveness in teaching
specific skills and concepts to the very children which the
school system continues to fail. In commenting on the in-
ability of the system to develop instructional materials
and teaching strategies appropriate to the needs of young-
sters in school, Basil Bernstein noted that even if such
materials and strategies were available, it would be un-
likely that the decision would be made to allocate the
resources needed to implement those materials and strategies
on a scale large enough to make a difference. 6 Sesame Street
\
—— —
began telecasting in 1969, and the data on the effectiveness
of the program has been available since the publication of
the evaluation of the first year of the program in 1971. 7
Urban school systems have had six years to consider the
notion that the materials and strategies successfully utili-
zed on this program might be successfully adapted to the
6Bernstein, Towards a Theory of Educational Trans -
mission, p. 201.
7 Ball and Bagatz, The First Year of Sesame Street
.
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classroom. This study sought to document what efforts
were being made to utilize these materials and methodolo-
gies as developed and successfully implemented by this pro-
gram, in urban school systems. If Bernstein's prediction
holds true, then this data becomes part of the basis for
the challenge to the legitimacy of authority of urban
school systems. If Bernstein's prediction does not hold
true and major urban school systems are, in fact, attempting
to utilize the findings of the Sesame Street program on a
broad scale, then it could be concluded that urban school
systems might legitimately claim the right to rule in
urban schools.
Discussion of the Findings of this Study
The research popluation consisted of forty-six
urban school districts with a population of 200,000 or more.
Thirty-one districts returned the questionnaire which means
an analysis of data for sixty-four percent of the districts
included in the original sample. The percentage of min-
ority students in the districts ranged from fourteen per-
cent in Portland, Oregon, to ninety percent in Newark,
New Jersey and Washington, D.C. The districts reported a
percentage of minority teachers ranging from eight percent
in Portland to eighty-eight percent in Washington, D.C.
Only two districts reported an even ratio of minority
students and teachers. These were Omaha, Nebraska and
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Birmingham, Alabama. Omaha reported twenty percent minority
students and teachers to Birmingham’s sixty-six percent
minority teachers and students.
A primary finding of this study was that the vast
majority of the districts have not conducted research on
the impact of the Sesame Street program on learning in the
districts. In addition they do not have available any con-
sistently collected information on the use of the program or
related materials as part of the instructional program in
the district. The information provided by the districts
on viewing patterns of children suggests rough estimations
by the officials completing the questionnaire. Fifty per-
cent of those districts providing information on viewing
patterns of their students indicated that up to 30 percent
view the program on a regular basis, 40 percent indicated
that between 30 and 60 percent view the program on a reg-
ular basis, and only 9 percent indicated that up to 90 per-
cent of the students in the district view Sesame Street
on a regular basis. This data is in contrast to viewing
patterns reported by the Children's Television Workshop
which indicated that in one community which reported in
the one to 30 percent category, 97 percent of three to five
year olds were regular viewers of the program.
A second finding of this study was that large
percentages of the districts in the sample had no information
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regarding the in-school performance of Sesame Street viewers.
Eleven or 35 percent of the districts provided no infor-
mation on the performance of students who are Sesame Street
viewers on math tests, a staggering 64 percent (64.5%) pro-
vided no information on performance levels of students on
verbal tests, and 58 percent provided no information on
social skills of students who view the program regularly.
Those districts providing information consistently reported
higher in-school performance for those students who view
Sesame Street on a regular basis.
Six of the questionnaire items were considered key
to the research in that they sought information that would
answer in part the question, "What reform efforts have been
planned or initiated in response to the reported successes
of the Sesame Street program?" Specifically, these questions
sought information on the use of the program as part of the
curriculum of the schools, the use of program materials, or
approaches to teaching and learning modeled after those
used on Sesame Street The first finding related to this
question was that roughly half of those districts responding
either provided no information or did not encourage Sesame
Street approaches to teaching. This finding may indicate
lack of awareness of the research related to the Sesame Street
program, or a conclusion by district officials that the
schools need not attempt to adjust instructional practices
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to make them more compatible with the students' interactions
with the learning process resulting from their experiences
with Se same Street . Though there are undoubtedly teachers
in each of the districts who seek out and attempt to im-
plement relevant approaches to teaching and learning,
including strategies modeled after those used on the Sesame
Street program, the fact that no official encouragement is
provided suggests a failure on the district level to recog-
nize and assume responsibility for implementation of those
strategies and methodologies which research has suggested
can be used with success in urban classrooms.
A second finding related to this question was that
forty-one percent of the districts in the sample indicated
that the schools did not integrate the Sesame Street pro-
gram into the daily curriculum. The use of the program
itself as a part of the curriculum was not regarded as
crucial to the research question. Information on the use
of the program was viewed as an indication that the district
recognized that the Sesame Street program has had some
successes in developing certain skills in those students
which urban school systems have continued to report as having
low academic achievement. Further, this data could be
considered an indication that the districts felt an obli-
gation to respond in some way to the reported successes of
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the program. While the use of the program may be regarded
as a first level, somewhat unsophisticated response, it
would reflect recognition of those reports, and perhaps an
indication that the districts planned to implement a more
sophisticated response. The thirty-one percent negative
response to this question suggests several possibilities.
One is that these districts have not taken official note
of the data regarding the results of Sesame Street
. A
second possibility is that districts are aware of the data
but fail to regard it as of concern to the curriculum of
the schools. A third possibility is that they are aware
of this data and recognize the implications for change but
have deliberately chosen to ignore those implications.
A third finding related to this question under-
scored the lack of clear and consistent information in the
districts on the Sesame Street program, or how the districts
were responding to it. Fifty-eight percent of those dis-
tricts in the sample indicated that teachers watch the
program along with their students or twenty-six percent
more than those indicating that the schools integrate the
program into the daily curriculum. This apparently con-
flicting data suggests several possibilities. One is that
the official completing the questionnaire assumed that if
the program were viewed in the classrooms, then the teacher
would undoubtedly watch the program along with the students.
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This explanation, however, reinforces the finding of
inconsistently collected and available data on the use of
the program in the school.
A fourth finding related to this question was that
a majority of the districts, 64.5 percent, indicated that
teachers integrate Sesame Street type instructions into the
curriculum. This response includes nine percent more dis-
tricts that indicated that Sesame Street approaches to
teaching were encouraged by the school system. Further,
nine percent of those districts which indicated that the
system encourages Sesame Street approaches to teaching
reported that teachers did not integrate Sesame Street type
instructions into the regular curriculum. These two items
were closely related in design and intent, yet the res-
ponses are inconsistent. These inconsistencies suggest lack
of clarity on what the district position might be on the
use of the Sesame Street program, what is perceived to be
occuring with the curriculum, in addition to lack of clarity
on what may be regarded as Sesame Street type instructional
material
.
A fifth finding related to this question was that
by and large, teachers do not have the opportunity to use
Sesame Street or related materials in the classroom. Seventy
percent of the districts either reported that teachers do
not have access to Sesame Street related materials developed
119
by DHEW, or provided no information. Fifty-one percent
either reported that teachers do not have the opportunity
to use Se same Street materials developed by private sources
or provided no information. In addition, ninety-three
percent of the districts received no federal funding for
the development of Sesame Street type projects or instruc-
tional materials, and sixty-four percent indicated that
the school system allocates no funds for the development of
Sesame Street type materials or provided no information.
The overall picture which emerges is one of lack of
focussed concern on the development or use of Sesame Street
type instructional materials. Though the Children’s Televi-
sion Workshop, which produces the program, has succeeded in
isolating and identifying some facors in the development
of instructional objectives and instructional sequences
which have been utilized successfully with urban school
children, there is no official recognition of the need to
either use those materials developed by the Workshop or
other sources, or to initiate efforts within the district
to develop instructional sequences and strategies using
Sesame Street as a model. This finding underscores the
lack of clarity regarding what instructional materials in
use in the district are regarded as Sesame Street type
materials. The majority of the districts do not use the
program, do not use program materials developed by Children's
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Television Workshop or other sources, nor have funds been
appropriated in the districts to facilitate the development
of such materials.
In addition to the findings stated above, it was
found that the largest percentage of districts provided
no inservice training for teachers in the use of Sesame
§-t.reet type instructional materials and methodologies.
Further, it was found that the largest percentage of dis-
tricts made no efforts to utilize the program to teach
English to Spanish- speaking or other non-English speaking
students. The latter two findings were especially sig-
nificant when considered in the context of the research
commissioned by the Children’s Television Workshop which
demonstrated that Sesame Street may be particularly effec-
tive for teaching some skills to children whose first
language is not English and who do not test well or perform
o
well in school.
The comments provided by district officials sup-
plementing the completed questionnaire reinforced the
overall finding of this study that little research had been
conducted to find out what influence Sesame Street has had
on learning in the district, and on the use of the program
Q
Ball and Bogatz, A Summary of Maj or Findings
,
p. 2.
’’The First Year of Sesame Street ," p . 5.
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and related materials as part of the instructional program
of the district.
Conclusions and Recommendations
The first recommendation is based on the finding,
evident throughout the study, that little research has
been completed on the impact of the program on learning in
the districts. Research procedures should be implemented
which allow for the orderly collection of data within
districts on the in-school performance of students who are
Sg-s
-
ame Street viewers or graduates. Such data could be made
available to the classroom teacher as the basis for the
development of instructional programs tailored to the
learning styles and capabilities of individual children.
A second recommendation is that consistent efforts
be made by curriculum development specialists in the districts
to utilize instructional strategies which have contributed
to the success of the Sesame Street program in the develop-
ment of curricular materials for classroom use. These in-
clude factors related to the sequencing and pacing of
materials, and more inclusion of materials which relate
specifically to the background and out-of- school experience
of the students. Further, efforts should be initiated
immediately to include a variety of language styles as a
part of the approved curriculum.
A third recommendation is that measures be implemented
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to achieve greater balance between the percentage of
minority teachers and minority students in the districts.
One of the criteria for maintaining legitimacy was respon-
siveness. For urban school systems to demonstrate
responsiveness requires that those in-school factors which
impact on the teaching- learning process be relevant to the
experiences and cultural background of the learners. These
should include content as well as models which are in-
clusive of the cultural background of the student. A
school system with sixty-seven percent minority students
and ten percent minority teachers must score extremely
low on the responsiveness dimension and consequently,
fails one of the key tests for legitimacy.
Many school systems contain large percentages of
non-English speaking students and students for whom English
is a second language. The requirements of equal educa-
tional opportunity mandate that special efforts be made to
develop instructional programs which are suited to the
needs of these students. One conclusion of this study was
that few districts have attempted to utilize the Sesame
Street program specifically in relation to these students.
More consistent efforts should be initiated to develop
instructional programs for students for whom English is
not the primary language, utilizing those strategies which
have resulted in educational gains for these students.
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It is recommended that federal funds be appropriated
for the development and implementation of Sesame Street type
programs in large urban school districts. This would in-
clude funding for in-service training of teachers in the
use of instructional strategies modeled after those util-
ized on the Sesame Street program. Technical assistance
should be provided at the classroom level until full imple-
mentation of the program has been achieved, and periodic
workshops to provide for maintenance of the goals and objec-
tives of the program. In this connection, the Office of
Education should establish a division with adequate
funding, to translate educational innovations and research
into practical strategies which can be applied at the class-
room level. This would make it economically and adminis-
tratively feasible for systems to attempt to utilize on a
district wide level, promising strategies made available
by such innovations as the Sesame Street program.
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appendix
table a
SCHOOL DISTRICTS WITH POPULATION OVER 200,000
Newark, New Jersey
New Orleans, Louisiana
New York City
Norfolk, Virginia
Oakland, California
Oklahoma City, Oklahoma
Omaha, Nebraska
Orlando, Florida
Philadelphia, Pennsylvania
Phoenix, Arizona
Pittsburgh, Pennsylvania
Portland, Oregon
St. Louis, Missouri
St. Paul, Minnesota
San Antonio, Texas
San Francisco, California
Seattle, Washington
Toledo, Ohio
Tulsa, Oklahoma
Washington, D.C.
Atlanta, Georgia
Baltimore, Maryland
Birmingham, Alabama
Buffalo, New York
Chicago, Illinois
Cincinnati, Ohio
Cleveland, Ohio
Columbus, Ohio
Dallas, Texas
Denver, Colorado
Detroit, Michigan
El Paso, Texas
Fort Worth, Texas
Honolulu, Hawaii
Houston, Texas
Indianapolis, Indiana
Jacksonville, Florida
Kansas City, Missouri
Long Beach, California
Los Angeles, California
Louisville, Kentucky
Memphis, Tennessee
Miami, Florida
Milwaukee, Wisconsin
Minneapolis, Minnesota
Nashville, Tennessee
Source: Library of Congress
Department of Statistical Research
Department of Health, Education and
Welfare
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TABLE B
ANNUAL PER PUPIL EXPENDITURES IN SELECTED
SCHOOL DISTRICTS
District 1967-68 1975-76
Newark, N.J. 801
New Orleans, La. 648
New York City
Norfolk, Va.
1,108
494
Oakland, Ca. 697
Oklahoma City, Ok.
Omaha, Nb.
477
443
Orlando, FI.
Philadelphia, Pa.
Phoenix, Az.
776
Pittsburgh, Pa. 810
Portland, Or. 767
St. Louis, Mo. 651
St. Paul, Mi. 690
San Antonio, Tx. 437
San Francisco, Ca. 704
Seattle, Wa. 741 1
Toledo, Oh. 649
Tulsa, Ok. 519
|
Washington, D.C. 822 i
Atlanta, Ga. 588
Baltimore, Md. 709
Birmingham, Al. 384
|Buffalo, N.Y. 869
Chicago, 11. 735
Cincinnati, Oh. 680
Cleveland, Oh. 627
Columbus, Oh. 582
Dallas, Tx. 488 •
Denver, Co. 673
Detroit, Mich. 722
El Paso, Tx. 514
Fort Worth, Tx
.
Honolulu, Hi.
537
Houston, Tx. 544
Indianapolis, In.
Jacksonville, FI.
593
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TABLE B-
-Continued
District 1967-68 1975-76
Kansas City, Mo. 488
Long Beach, Ca. 636
Los Angeles, Ca. 662
Louisville, Ky. 513
Memphis, Tn. 425
Milwaukee, Wi. 612
Minneapolis, Mi. 660
Nashville, Tn. 489
Source: National Center for Educational Statistics
Finances of Large-City School Systems, 1971,
p . 52
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METHODOLOGY QUESTIONNAIRE PERTAINING TO
UTILIZATION OF SESAME STREET AND
RELATED MATERIALS
1. What percentage of your students watch Sesame Street?
0 ’ 30 °« 60% - 90 %
30% ‘ 60% 90% - 100%
2. Students who watch Sesame Street, watched it
in nursery school at home
in kindergarten
3. Do students who have regular Sesame Street programs,
score higher on verbal tests?
Yes No
4. Do students who have regular Sesame Street programs,
score higher on math tests?
Yes No
5. Do students who have regular Sesame Street programs,
score higher in social skills?
Yes No
6. Does the school system encourage Sesame Street
approaches to teaching?
Yes No
7. Do the schools integrate the Sesame Street program into
daily curriculum?
Yes No
8. Do teachers watch Sesame Street programs along with
their students?
Yes No
141
9. Do teachers integrate Sesame Street type instructionsinto regular curriculum? 7P l
Yes No
i°. Do teachers use Sesame Street materials developed bythe Department of Health, Education and Welfare?
Yes No
11
*
™*i-
te*C]
}
eT
A
ha
Y
e t
^
e °PP°rtunity to use Sesame Street
materials developed by private sources?
Yes No
12.
Does this school system receive federal funding for
exploratory programs for Sesame Street type projects?
Yes No
13.
Does the school allocate funds to the development of
Sesame Street type learning materials?
Yes No
14.
Does the school system have regular evaluations of
audio visual curriculum materials?
Yes No
15. Does the school provide training for teachers to do
Sesame Street type instruction?
Yes No
16. Is Sesame Street used to teach English to Spanish-
Speaking students?
Yes No
17. Is Sesame Street used to teach English to other
foreigh- speaking students?
Yes No
18. What percentage of your students are:
Minority Other
Non-minority
142
19. What percentage of your teachers are:
Minority Other
Non-monority
20. What is the family income level of the largest
percentage of students watching Sesame Street?
$° ‘ $5,000 $10,000 - $15,000
$5,000 - $10,000 Above $15,000
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SUPERINTENDENTS
100,000
IN CITIES OF OVER
POPULATION
Atlanta, Ga. Alonzo A. Grim, (Supt.) 224
Central Avenue, S.W.
Baltimore, Md John L. Crow, (Interim Supt.)
3 E. 25th Street.
Birmingham, Ala. Wilmer S. Cody, Jr., (Supt.)
Box 10007
Buffalo, N.Y. Marion J. Fancy, (Supt.)
11 Beacon Street
Chicago, 111. Joseph P. Hannon, (Gen. Supt.)
228 N. LaSalle Street
Cincinnati, Ohio Donald R. Waldrip, (Supt.)
230 E. 9th Street
Cleveland, Ohio Paul W. Briggs, (Supt.)
1380 E. Sixth Street
Columbus, Ohio John Ellis, (Supt.)
270 E. State Street
Dallas, Texas Nolan Estes, (Gen. Supt.)
3700 Ross Avenue
Denver, Colo. Louis J. Kishkunas, (Supt.)
414-14th Street
Detroit, Mich. Arthur Jefferson, (Supt.)
5057 Woodward Avenue
El Paso, Texas J.M. Whitaker, (Supt.)
P.0. Box 1710
Fort Worth, Texas Gerald Ward, (Supt.)
3210 W. Lancaster
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Honolulu, Hawaii Teichiro Hirati, (Act. Supt)
State Department of Education
Box 2360
Houston, Texas Billy R. Reagan, (Supt.)
3830 Richmond Avenue
Indianapolis, In. Earl Kalp, (Supt.)
120 E. Walnut Street
Jacksonville, Fla. Herb Sang (Supt.) Duval
County Schools, 1325 San Marco
Kansas City, Mo. Richard E. Fields (Act. Supt.)
1211 McGee Street
Long Beach, Ca. W. Odio Wright, (Supt.)
701 Locust Avenue
Los Angeles, Ca. William J. Johnston, (Supt.)
450 N. Grand Avenue
Louisville, Ky E.C. Grayson, (Supt.)
Jefferson County Schools,
Brown Education Center
675 River City Mall
Memphis, Tenn John P. Freeman, (Supt.)
2597 Avery Avenue
Miami, Fla. E.L. Whigham, (Supt) Dade
County Schools,
1410 N.E. 2nd Avenue
Milwaukee, Wise. Lee R. McMurrin (Sput.)
P.0. Drawer 10-K
Minneapolis, Minn. Ray Halverson, (Supt.)
807 N.E. Broadway
Nashville, Tenn. Elbert D. Brooks, (Dir.)
Metropolitan Schools,
2601 Bransford Avenue
Newark, N.J. Stanley Taylor, (Supt.)
31 Green Street
New Orleans, La. Gene A. Geigart, (Supt.)
Orleans Parish Schools,
703 Carondelet Street
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New York City Irving Shanker, (Chancellor)
110 Livingston Street
Brooklyn
Norfolk, Va. Albert L. Ayarn, (Supt.)
800 E. City Hall Avenue
Oakland, Ca. Ruth Love, (Supt.)
1025 Second Avenue
Oklahoma City, Okla. Tom Smith, (Supt.)
900 W. Klein
Omaha, Nebr. Owen A. Knutzen, (Supt.)
3902 Davenport Street
Orlando, FI. L. Linton Deck, Jr., (Supt.;
Orange County Schools
P.O. Box 271
Philadelphia, Pa. Michael Marcase, (Supt.)
Parkway at 21st
Phoenix, Ar. Gerald S. Degrow, (Supt.)
Union High School System
2526 W. Osborn Road
Pittsburgh, Pa. Jerry C. Olson, (Act. Supt.)
341 S. Bellafield Avenue
Portland, Or. Robert W. Blanchard, (Supt.
631 N.E. Clackanas
St. Louis, Mo. Robert E. Wentz, (Supt.)
911 Locust Avenue
St* Paul, Minn. George P. Young, (Supt.)
350 Colburn
San Antonio, Texas Harold H. Hitt, (Supt.)
141 Lavaca Street
Seattle, Wa. J. Loren Troxal, (Supt.)
815 - 4th Avenue, North
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Toledo, Ohio Frank Dick, (Supt.)
Manhattan and Elm
Tulsa, Okla. D. Bruce Howell, (Supt.)
Box 45208
Washington, D.C. Vincent E. Reed, (Act. Supt.)
415 Twelfth St.
,
N.W.
One Lincoln Plaza / New York. N.Y. 10023 / 212 595-3456
August 25, 1976
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Mr. William Burke
Room 336
Cannon House Office Building
Washington, D.C. 20515
Dear Bill:
Thanks very much for giving us a look at the remarkable
number of responses you received from big city school
districts on your Sesame Street survey.
I asked our research people to examine informally the
substance of the responses for any leads, inputs, or
reactions which could be of use to us in further developing
Sesame Street as an educational tool. As you know, our own
research efforts, though substantial, are limited by
funding availabilities, so we are particularly interested
in the work of others which relates to our own mission.
Moreover, your choice of focus - large cities - ties in
directly with Sesame Street's special target audience,
minority and disadvantaged children.
The survey responses evoke two general comments. First,
a survey of utilization of Sesame Street within the formal
educational structure of big city school systems represents
a unique and useful insight into the impact of television
series as widely broadcast and accalimed as Sesame Street.
The series is designed as an at-home pre-school educational
tool — not for use in formal school settings. Nevertheless,
the indication that 13 of the 31 school systems respondents
utilize the program at least in some kindergarten and other
programs points up the possibility of relatively wide-spread
in-school utilization efforts.
Second, in-school utilization of Sesame Street suggests a
broad agenda for additional research into the appropriate
ness of the program for use in the limited hours of a
school day, the kinds of programs in which it is used,
the methods — successful and unsuccessful — used to
CABLE: SESAAfJSST Nl W YORK / TWX 710-581-2543 I RCA 236168
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integrate the series into formal instructional programs,
and the training for teachers which may be appropriate
for in-school utilization.
It may be useful to elaborate a little more on the question
of appropriateness of Sesame Street for utilization as part
of formal in-school instructional programs. The series
began and has developed as a pre—school at—home educational
tool to help ready children for the formal educational
process. Broadcast schedules, length of show, format and
appeal devices used are all set up to facilitate viewing
in competition with other programming available on the
television set at home.
In addition, we have undertaken a substantial effort to
encourage and facilitate viewing opportunities and follow-
up activities in community-based day-care situations or
informal viewing centers for minority and disadvantaged
children. The objectives of most such programs are
'primarily care-giving, rather than instructional. The
use of Sesame Street as an educational oriented supplement
in minimally equipped and informally staffed settings may
be quite different than its use in three to four hour
primarily instructional programs for children.
A first step would be a detailed survey of the extent and
types of utilization of the series. A limiting factor here,
of course, is the number of big-city school systems which
have television sets available for classroom use. As a few
of your respondents noted, in some systems lack of television
sets presently precludes the use of television altogether.
Then research on the impact of its use in schools would be
needed to determine its appropriateness in comparison with
other educational tools available and common to formal
instructional settings, particularly since the series is
widely seen at home. Such research would, of course, survey
the techniques and impact of any programs now using Sesame
Street.
Another point was of particular interest. Responses to
Question #3 indicated that 10 out of 31 respondents (18
reported data not available) felt that Sesame Street
viewers scored higher on verbal tests than non-viewers
(9 out of 31 felt similarly with respect to math tests,
and 8 out of 31 so reported with respect to social skills) .
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Such responses must, of course, be regarded as impression-
istic, since it is unlikely that systems would have
established the controls and correlations necessary to
document such a finding. Nevertheless, the responses do
suggest a sense on the part of school officials that the
series' is effective — even in the area of math. As you
know, ETS tests of viewers and non-viewers do document
more progress by regular viewers in terms of the series'
specific cognitive goals. Moreover, we have had consid-
erable other anecdotal evidence which supports the opinion
that regular viewing helps improve "school readiness" or
"social skills".
Bill, we much appreciated the opportunity to look at your
data. I wanted to share with you the reactions we had to
it, and some of the directions for future efforts it suggests
to us. I hope our thoughts will be of some use to you.
Sincerely
Vice President &
Assistant to the President
DB/akm
BOARD OF EDUC\TION OF THE CITY OF NEW YORK
DIVISION OF EDUCATIONAL PLANNING AND SUPPORT
IIO LIVINGSTON STREET, BROOKLYN, N.Y. 11201 150
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2 12 - see -6 020
June 9, 1976
Hon. Patricia Schroeder
Congresswoman
1st District, Denver
1131 Longworth House Office Blag.
Washington, DC 20515
Dear Congresswoman Schroeder:
In accordance with your recent request to Chancellor
Anker, enclosed is the completed "Methodology Questionnaire
Pertaining to Utilization of Seseame Street and Related
Materials.
"
AW:mfw
Enc.
uston Independent School District
830 RICHMOND AVENUE • HOUSTON. TEXAS 770^7AREA CODE (713) 623-5011
L Vri v-rw
June 1, 1976
The Honorable Patricia Schroeder
U.S. House of Representatives
1131 Longworth, H.O.B.
Washington, D.C. 20515
Dear Ms. Schroeder:
Enclosed is the Methodology Questionnaire Pertaining to the
Utilization of "Sesame Street" and Related Materials.
The questionnaire is not entirely completed because of insufficient
information to answer the questions. To obtain answers to these
questions, our district would have to survey our teaching staff,
and we are unable to survey our staff so close to the end of the
school year.
I hope that the information provided on the questionnaire will
be of help to you in your study of "Sesame Street."
Sincerely,
Michael W. Say
Associate Superintendent
Program Planning, Research and Evaluation
MWS/bjw
Enel
:
PASO.
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Mav 24, 1976
Patricia Schroeder
U.S. House of Representatives
1131 Longworth H.O.B.
Washington, D.C. 20515
Dear Ms, Schroeder:
The El Paso Independent School District does not have anv facilities
available to present televised programs in our schools. The resnonses
we made on your questionnaire would have been more oositive if „e didhave this capability
.
If television were available to teachers in our kindergarten and firstgrade classrooms, we would incorporate Sesame Street programs into our
cirriculum. We feel that Sesame Street would be very helpful in teaching
Spanish-speaking children English as well as our English-speaking
students Spanish. In addition, the basic learning concepts incorporated
in this production would compliment the overall instruction presented inboth kindergarten and first grade.
If I may be of further assistance, please don’t hesitate to contact me
Sincerely ycuirs.
Assistant Superintendent
Evaluation, Research, and Planning
153*/V. ..
INSTRUCTIONAL TELEVISION
JEFFERSON COUNTY PUBLIC SCHOOLS
May 27, 1976
The Honorable Patricia Schroeder
House of Representatives
Washington, D.C. 20515
Dear Ms. Schroeder:
Your mailgram addressed to E. C. Grayson, Superintendent of Schools,
Jefferson County Public Schools, has been forwarded to me for response.
On Monday, May 24, the SESAME STREET questionnaire was placed in the
mail to you. I am sorry that we could not respond more fully to your
questions
.
We have not formally tested or evaluated SESAME STREET'S influence on
learning within the Jefferson County schools.
^
VQ 1 XT
Bob Richardson
ITV Administrative Director
BR:pga
cc: Mr. Grayson
CLEVELAND PUBLIC SCHOOLS
The Honorable Patricia Schroeder
United States Congress
House of Representatives
1131 Longworth House Office Buildi ig
Washington, D. C. 20515
Attention: Lily Strong
Dear Congresswoman Schroeder:
Mrs. Christine Branche, Director, Early Childhood
Education, completed the questionnaire relative to the
Educational Television Program 'Sesame Street.'
We would be interested in receiving a report of
your findings relative to the utilization of 'Sesame Street'
and related materials.
May 15, 1976
1*0* ;
"
Very truly yours
,
Paul W. Briggs
Superintendent
PWB :bho
Attachment
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TULSA PUBLIC SCHOOLS
OFFICE OF T1IE KITPE1MNTF.NPENT
P. O. Box 45208
TULSA, OKLAHOMA 74145
Department of Retearch,
Planning and Development May 11
,
1976
Representative Patricia Schroeder
House of Representatives
Washington, D. C.
Dear Representative Schroeder:
Our Superintendent, Dr. Bruce Howell, has asked me
to respond to your questionnaire on Sesame Street.
1 have completed those items for which I have
i nformat ion.
Classrooms in Tulsa, except in unusual cases,
are not equipped with television sets. Although
many children watch Sesame Street at home, we
make no effort to incorporate it directly into
our instructional program.
Sincerely, A
ptusct J, M^ClUru^!-
Paul I. McCloud
Assistant to the Superintendent
Research, Planning and Development
PIM:aw
Enc.
156
7J
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May 18, 1976
Miss Patricia Schroeder
U. S. House of Representatives
1131 Longworth H.O.B.
Washington, D. C. 20515
Dear Miss Schroeder:
Dr. Elbert D. Brooks, Director of Metropolitan Public Schools, requested
that I see that the enclosed questionnaire was completed and returned to
you by June 10. I talked with Mr. Wayne Puckett, Coordinator of Instructional
Television for the school system, and asked him to complete the form. He
has also included the following information.
The majority of broadcast facilities owned and operated by school systems and
state authorities have research/design teams and utilization specialists who
work directly with classroom teachers to encourage and assist with better
utilization of broadcast learning materials. These individuals are continually
gathering and assembling data that would neatly fit the answers that are re-
quested on the questionnaire.
Due to the limitations placed upon a department of one without the assistance
of above mentioned specialists, there is no way for the requested information
to have been gathered by our organization. In addition, the Advisory Committee
on In-School Programming recommended scheduling SESAME STREET at 8:00 a.m.
because we feel that too many teachers are tempted to use the programming as
a "baby sitting service." We believe an hour ot this programming, five days a
week, is entirely too excessive for any child who is in a classroom environment.
Broadcast at 9:00 a.m., we had some who were being allowed to view it to this
extent,
SESAME STREET, properly utilized by a Kindergarten teacher who had the necessary
coordinated materials would no doubt be a tremendous assistance to the develop-
mental processes they are concerned with; however, most did not have the materials
and were provided no assistance with the utilization of the series.
Miss Patricia Schroeder - 2-
' 1S7
May 18, 1976
You will notice that some of the questions are not answered because of lack
of information. I hope the information enclosed will be of some assistance
to you in your study.
Assistant Superintendent
Instructional Services
WUP : emb
Enclosure
<ST!
CINCINNATI PUBLIC SCHOOLS
Education Center
230 Last Ninth Street Cincinnati. Ohio 45202
May 24, 1976
Patricia Schroeder
U.S. House of Representatives
1131 Longworth H.O.B.
Washington, D.C. 20515
Dear Ms. Schroeder:
The attached questionnaire was forwarded to my attention.
This response is representative only of children enrolled in the
federally funded pre- kindergarten and kindergarten projects and
does not reflect information for all children who are in attendance
in regular kindergarten classes in the Cincinnati Public Schools.
Sesame Street is not a part of our curriculum. Therefore,
questions regarding usage of the program are checked NO.
Yours truly,
Project Coordinator
Early Childhood Education
JFP/ sm
Telephone (1-513) 369-4000
PORTLAND PUBLIC SCHOOLS
POLLOW~TH-ROUGH program
Eliot School
2231 N. Flint
Portland, Oregon 97227
Phone
•
503-288 33G1
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Robert Harold
Director
June 2. 1976
Patricia Schroeder
U.S. House of Representatives
1131 Longworth H.O.B.
Washington, D.C. 20515
Dear Ms. Schroeder:
Thank you for the interest demonstrated in behalf of young children.
Dr. Blanchard has asked me to reply to your inquiry regarding Sesame
Street. I would like to reply to you in several areas with more than
a "yes" or "no" answer.
I have answered those parts of the questionnaire not requiring statisical
information. Since we have not attempted to measure Sesame Street
effectiveness by comparing student achievement, our answers to items
3, 4 and 5 would be invalid.
Sesame Street, in the opinion of many of our administrators and
teachers, is an excellent program. Its innovative style is emulated
by parents, children and teachers alike.
The program can be viewed on the OEPBS channel twice daily at 9:00 a.m.
and at 4:30 p.m. This assures it to be largely a home activity. It is
almost univerally known, however, by any parent of pre-school or primary
age children. How much and how regularly it is viewed, by children in
.the home, is, again, not a matter of record in this school district.
From recent teacher responses it is undoubtedly viewed by many of our
children.
In those classrooms where it is used in our schools, it is used as a
supportive and supplementary tool and not as a teaching device. Much
more use is made of the related teaching materials.
Sesame Street's counterpart "The Electric Company" is also used as a
Ms. Schroeder 160
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supplement to the classroom. One recent survey taken by our
Instructional Television Department in nine inner city schools indicated
t at. out of 140 classrooms responded as regular viewers of "ElectricCompany during school hours. Grade levels ranged from third grade tofifth grade. A letter from OEPBS is attached for your information
indicating the amount of statewide use of "Electric Company" broadcasts.
1 Would ask that y°u consider the fact that most of a young
child 8 early learning takes place in the home. Since Sesame Street
is infinitely better than most viewing opportunities for young children,
it should definitely be retained regardles * of the frequency of useduring the public school day.
Robert Harold
Norfolk Public Schools
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SCHOOL ADMINISTRATION BUILDING. POST OFFICE BOX 1357
NORFOLK. VIRGINIA 23501
May 14, 1976
The Honorable Patricia Schroeder
Congress of the United States
House of Representatives
Washington, D. C. 20515
Dear Congresswoman Schroeder:
This will acknowledge receipt of your letter of May 7 asking for responses to
questions regarding "Sesame Street." The questionnaire has been referred to
the appropriate persons within our school system in order to glean information
useful to ycu. Unfortunately, some of the questions could not be answered
accurately without considerable research.
Very truly yours.
A.Ibex k xj . rtjiai s
Superintendent of Schools
cc: Dr. Robert M. Forster
Norlolk Public Schools
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SCHOOL ADMINISTRATION BUILDING POST OFFICE' BOX 1357
NORFOLK. VIRGINIA 23501
May 20, 1976
The Honorable Patricia Schroeder
Congress of the Unitea States
House of Representatives
Washington, D.C. 20515
Dear Congresswoman Schroeder:
It is with regrets that your questionnaire on Sesame Street
must be returned incomplete. To answer all of the questions
would require a survey of our Elementary Schools and there is
not sufficient time before the closing date.
If you wish this survey conducted during the next school
session, please contact us in the fall.
Sesame Street is televised in Norfolk as follows:
Monday through Friday - A: 30 p.m
Sunday - 7:30 a.m
9:00 a.m
10:30 a.m
Very truly yours
Robert M. Forster
Assistant Superintendent
Division of Instruction
bmh
OOpbs / Oregon Educational and Public Broadcasting Service
INSTRUCTIONAL DIVISION
P.O. Box 1097
Portland, Oregon 97207
229-4847 (Code 503)
May 24, 1976
Bob Harold
Elliot School
2231 N. Flint
Portland, OR 97227
Dear Bob,
I have looked up the latest 1975-76 utilization figures compiled by the
Oregon State Department. These numbers represent only surveys that
were returned by teachers.
Electric Company 1,768 teachers 37,190 students
As for Sesame Street, we do not have any research data, especially since
this is a pre-school program. However, I can speculate and say that
teachers generally have experienced that children who have been steady
Sesame Street and Electric Company viewers are more prepared for learning
reading skills than those that have not.
I hope this information is useful to you.
i-63-
2828 S.W. Front Avenue
Portland, Oregon 97201
Coordinator of Instructional Programs
cc/cr
:\
oepbl is a public communications nelwork operated tor the pcop'e ot Oregon by the State System of Higher Education
CORVALLIS KOAC. TV 7 Radio KOAC 550 • PORTl AND KOAP TV 10 Rad o KOAP FM 91 5
Los Angelas City Unified School Distinct
DMINISTRAT1VF OFFICES: «0 NORTH GRAND AVFNUE. LOS ANGELES CALIFORNIA
ELEPHONE: <2.3» «V62.I MAILING ADDRESS: »OX 3 ,07
. LOS ANtiELES. CALIFORNIA 9003 ,
May 21. 1976
Congresswoman Patricia Scnroeder
House of Representatives
1131 Longworth House Office Building
Washington, D.C. 20515
Dear Congresswoman Schroeder:
In your letter of May 6, addressed to William J. Johnston,
Superintendent of Schools, you requested our cooperation in
replying to a questionnaire of; Sesame Street.
A staff person in our television section responded to the
questionnaire to the degree we have supporting information.
We are pleased to assist you in this effort.
U
Administrative Coordinator
Office of Instruction
WILLIAM J. JOHNSTON
infiriniinJrm el iihtoli
JAMES H. TAYLOR
Pfpuiy Suptnnlttidin:
j ^ ^
HARRY HANDLER
Attenele Supttmttruiemt, Intirufhon
JRM: rw
Enclosure
May 12, 1976
Ms. Patricia Schroeder
U.S. House of Representatives
1131 Long-worth H. O. B.
Washington, D. C. 20515
Dear Ms. Schroeder:
Dr. Robert Alioto, our Superintendent of Schools, has asked me
to respond to your inquiry regarding Sesame Street. I have
consulted with our administrators in research and instructional
support services and have completed the survey form which you
enclosed. Where it was necessary to indicate a No Information
response, I am sorry there was no data at this time in the
District.
Sincerely,
Betty deLosada
Public Information Office
BDL/.lm
'Enclosure
;

